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Abstract
This dissertation follows a three article format. The articles represent a building upon
research with the first article exploring the history of Black women leadership in the U.S.
and the need to incorporate the leadership traits of Black mothers in educational
leadership. The second article, through critical phenomenological inquiry, allows current
college students from urban k-12 institutions to construct their mothers as educational
leaders and identify traits that formal educational leaders should adopt. The third article
expounds upon the lived experiences of Black students and the critical care leadership
necessary to ensure their academic success. Care in education and education leadership
literature is ambiguous. Black women have long been pillars of care for the Black
community. Despite a history of successful leadership, Black women continue to be
underrepresented in educational literature, theory and research. The limited Black
leadership narratives and lack of context relevant analysis has impacted the ability to
improve schools for Black children in the United States. This dissertation explores how
college students from urban k-12 schools construct their mothers as educational leaders
and how those tools and skills that Black mothers provide, through critical race parenting,
aid Black children to successfully navigate and thrive in the U.S. educational system and
society in general. Utilizing the critical frameworks critical race theory, black feminist
thought, womanism, and critical race methodology, this dissertation addresses issues of
race and racism in the Unites States educational system and call upon the knowledge and
experiences of Black students to inform leader preparation programs.

Keywords: Black mothers, critical care leadership, critical race parenting, leadership
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Chapter 1
Background of the Study
Introduction
“Your responsibility is to care about what you’re saying to them, to care about
what they’re getting from what you’re saying. If you care about the child and care
about the information, you’ll handle both with care, and maybe with prayer.
Handle both with prayer”- Maya Angelou
In December 2015, my husband and I had an intense debate on whether or not we
would sign the contract to keep our son at a private, Christian school. My husband was
adamant about wanting to save to purchase a home, I was adamant about the
opportunities to learn that were available to him. Fast forward to February 2016, Black
History Month. Throughout the month, my son worked on a project on James A.
Garfield. Because there was another student of color in his class, I assumed that he had
President Barack Obama. I attended the Presidential Parade on February 20th where all
the students completed a speech regarding their President. Prior to the start of the parade,
the headmaster came over the loud speaker for prayer, thanking Martin Luther King, Jr.
for his pursuit of equality and peace. I quickly turned to my son and asked, “You do
know that Black History Month is about more than just Martin Luther King, Jr. and
President Barack Obama, right?” It was in this moment that I knew we could not sign the
contract to keep him at this school. The feeling of discomfort that I experienced in this
moment, when choosing to sacrifice educational opportunities (e.g. coding courses, fully
equipped science lab, or various language options) for an ethnically, racially and
socioeconomically diverse peer group is not new to Black and Brown families (Bernal,
2018). This choice sparked a shift in the perception of educational opportunities to
appreciate the importance of the learning environment.
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DePouw and Matias (2016) state that education through assimilation destabilizes
families and communities. However, forcibly withholding education from African
Americans kept communities racially, politically and economically subordinated
(DePouw & Matias, 2016). Grace and Nelson (2018) discuss the various inequities that
continue to face Black students in schools, specifically disparate discipline policies and
low expectations for Black males. Race is a social construct that has real-life disparate
outcomes that cause physical harm (Nelson & Waltz, 2017) or reduce access to education
(Nelson, 2016; Davenport, Kolheim & Nelson, in press). Bell (1992b) defines racial
realism as a social mechanism to make life bearable for Black people and “to have their
voice and outrage heard” (p.364). The lack of biological basis of race does not eliminate
the real material effects of racism (Cooper, 2015). The lived experiences of Black people
is in direct contrast to the dominant narrative of civil rights progress over time and
neutral law (DePouw & Matias, 2016). It is important to teach children to embrace their
racial and ethnic identity without succumbing to subordination in a dominant Eurocentric
culture (Bernal, 2018).
Blackness is a complex social construct influenced by the illegitimately placed
whiteness as normal in the racial hierarchy (DePouw & Matias, 2016). Although race is
non-binary (Gnanadass, 2014), the hegemonic influence of white supremacy attempts to
define all other races. Other races often act as a buffer between white and Black to
maintain subjugation and contain Black at the bottom of the hierarchy (Nelson &
Willaims, in press). To define Blackness would be reducing it to a box, ignoring the
various complexities that encompass the essence of the Black identity. Similarly, there is
not one normal or standard Black women experience (Bass, 2012). For the purposes of
2

this research, the conceptualization of Blackness is non-white with any trace, no matter
how big or small, of ancestry connection to the enslaved Africans dispersed throughout
the Earth. African American, Black and woman of color will be used interchangeably
with a particular focus to descendants of enslaved Africans living in the United States of
America.
For many parents of color, willful innocence of being colorblind is preparing our
children for a world that does not exist (Montoya & Sarcedo, 2018). Willful innocence,
similar to willful ignorance, is the intentional avoidance of racial discussions to remain
unaware of the impact of ones racialized position in society. Colorblindness is failure to
acknowledge or address white-middle class assumptions including the retreat from
society to a place of innocence (Thompson, 1998). Matias (2016) defines critical race
parenting as an educational praxis, engaging parent and children in a mutual teaching and
learning process about race, placing emphasis on those that counter dominant messages
about race. Empowering self and children is a maternal responsibility for Black mothers
(Cooper, 2007). There is a constant struggle to manage how others treat our children and
the critical analysis and vigilance against socialization into internalized racism while
teaching resilience and resistance (DePouw & Matias, 2016). Fostering positive racial
identities is necessary for the emotional welfare and psychological health of Black
children (Blackmon, Coyle, Davenport & Sparrow, 2016; Collins, 2000; Cooper, 2007).
Healthy and interdependent identities developed in the context of community and cultural
survival provides students with a sense of self that does not rely on white mainstream
culture/media/society to measure children of color (DePouw & Matias, 2016). Schools
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are important in critical race parenting. They support and reinforce or counter the work of
critical race parenting (DePouw & Matias, 2016).
Most leadership research treats people of color as an anomaly rather than a source
of theorizing from an important social context (Ospina & Foldy, 2009). Racism is a
cultural and societal issue that operates as a cycle of socialization, and it will continue
unless there is a process of unlearning and a conscious decision to disrupt status quo
thinking (Gooden & Dantley, 2012). Without addressing context, leadership theories are
not practical guidelines to address change in society or schools. Critically examining
leadership theories and praxis brings forth space for marginalized voices to become
powerful. These voices provide opportunity to gain understanding of the individual and
collective resistance and move towards transformation of systemic inequities (Ospina &
Foldy, 2009). Traditional leadership theory assumes relevance of white male ideas and
ideals, taking positions of formal authority as a leadership standard. More women are
moving into spaces and positions of power in education but Black women remain a
significant minority (Alston, 2000). Leadership literature on women typically refer to
white women intentionally avoiding a critical racial lens (Ospina & Foldy, 2009).
Moreover, research often utilize a deficit frame when discussing families and students of
color (Moynihan, 1965).
Research on Black mothers, particularly single mothers, frame parenting as
inadequate and having negative effects on the child’s academic performance (Hubbard,
Lewis, & Johnson, 2014). In 1978, Lawrence-Lightfoot introduced the myth that Black
parents do not care about education. This myth and the Moynihan (1965) report purported
findings introduced negative stereotypes about Black family and culture that still surface
4

today (Hubbard, Lewis, & Johnson, 2014; Kakli, 2011; Moynihan, 1965). Research often
ignores the educational need or debt of Black children to indulge inquiry in
understanding purported under achievement, behavior referrals, graduation differences
and special education comparisons (Johnson, 2016). There is significant
underrepresentation of Black women in educational thought (Alston, 2000). The limited
Black leadership narratives and lack of context relevant analysis has limited the ability to
improve schools for children of color in the United States (Bell, 1992a; Murtadha &
Watts, 2005). By omitting cultural knowledge of Black leaders, especially Black women,
we also limit the ability to frame problems and develop solutions to improve schools for
our marginalized youth.
Black women have consistently led efforts to resist hegemonic understandings of
leadership and movements towards social justice. For instance, Fanny Jackson Coppin
(1837-1913), Anna Julia Cooper (1858-1964), Mary McLeod Bethune (1875-1955),
Nannie Helen Burroughs (1879-1961) and Septima Clark (1898-1987), through their
labor, speeches, and writings, addressed the need to fight for a socially equitable and just
nation with education as a salient point (Murtadha & Watts, 2005). Historically, others,
often erroneous and stereotypical, shaped the identity of Black women in academia
(Howard-Hamilton, 2003). The Black woman’s work of teaching was never intended to
be subversive or transgressive for the women themselves or their students (BeauboeufLafontant, 2005). One framework is not complete or comprehensible enough to explicate
the complexities of the Black women experience in academia. Utilizing components of
Black feminist thought, critical race feminism, womanist care and critical race theory,
this desire based phenomenological study seeks to identify ways in which Black mothers’
5

innate leadership skills can influence the preparation of leaders in educational leadership
programs. The blending of these lenses will highlight gendered and cultural aspects of
educational leadership of Black women that is rarely included in policy, research or
praxis.
Problem Statement and Research Questions
In a society that perpetuates racism, there is no room for racial innocence or being
colorblind. To choose to avoid the identification of racism treats Blackness as
unmentionable. This avoidance Thompson (1998) identifies as racial irresponsibility.
Politely pretending not to notice students’ color makes no sense unless being of different
colors is somehow shameful. Colorblindness is willful ignorance that insists on the
assimilation of Black people to whites. Colorblindness does not consider Black cultural
values, historical achievements, or social experiences and assumes ignoring racism will
eliminate it (Thompson, 1998). Race is real and identity matters as much as power
(Cooper, 2015). Most theories of care in teaching and education are colorblind. They fail
to acknowledge or address white-middle class assumptions like the retreat from society to
a place of innocence (Thompson, 1998).
Often, white, middle-class norms take for granted home as refuge from a heartless
world. Historically and contemporarily, racism and antiblackness (Dumas, 2015) can
invade any Black home as evidenced by the recent home invasion of Botham Jean.
Therefore, caring in the Black family and community must include understanding of
society to provide students of color with needed strategies to survive racism (Thompson,
1998). Black families cannot risk their children being caught unaware that racism exists
and therefore must prepare them with coping mechanism to face racism while
6

maintaining self-value. Racial socialization and identification help Black students
persevere in the face of race, class, and gender injustices at the school, community and
society as a whole (Blackmon, et al., 2016; Evans-Winters & Esposito, 2010).
For survival and self-respect, Black women have often had to challenge dominant
codes of ethics. Other marginalized groups, e.g., Black men, white feminists, and white
Marxists, have theorized these codes, often further marginalizing Black women
(Thompson, 1998). Teachers, educators, and leaders must reconceptualize the meaning of
change to deflect deficit-based ideology, particularly as it relates to parent-school
relations and the feminization of poverty and deficit discourse of Black mothers
(Childers-McKee & Hytten, 2015). Educators tend to view Black mothers’ resistance
through deficit lens instead of understanding their actions as a style of care: firm, serious,
protective and straightforward (Cooper, 2007, p.506). Discussions of parental
involvement often focus on absence and not presence even though historically and
contemporarily, Black families’ parental involvement includes reading at home, helping
with homework and encouraging attendance (Cooper, 2009; Feuerstein, 2001). Often
Black mothers view education as a path to liberation with financial independence and
protection from a racist society (Cooper, 2007). Mothers value education; however, their
experiences of inequities create feelings of protection and defensiveness of children
(Cooper, 2007). These oppressive experiences combined with a quest for power, survival
and identity create an activist oriented involvement in schools that is often viewed as
challenging and counter-productive as opposed to caring (Cooper, 2007; Cooper, 2009).
Researchers must tell the stories of students and parents of color, listening to their
experiences, understanding their realities, moving beyond narratives of deficit to
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narratives of cultural resources and wealth to develop partnerships to meet students’
needs (Childers-McKee & Hytten, 2015).
Black feminist are less concerned with writing about racial conflict but focused on
the relationships within the Black community, providing a bridge between those who
have experienced and those who have yet to through art and literature. What we build up
is more important than tearing something down (Cooper, 2015). The combination of
affect and advocacy produce caring. Caring is focusing on removing human-designed
barriers and challenging the subordinate social position to aid students’ in achieving their
ideals of success (Beauboeuf-Lafontant, 2005). Using a Black feminist framework allows
the focus of race in theories of care as opposed to emphasizing ‘innocence’ (Thompson,
1998). Caring is a critical form of activism and a radical act when the care is towards
Black people with multiple marginalizations, such as Black women. To achieve healthy
development, children need and deserve care, attention and advocacy (BeauboeufLafontant, 2005).
Purpose of the Study
The purpose of this study is to explore how college students from urban k-12
institutions construct their mothers as educational leaders and how those traits can
influence urban leader preparation programs in southern metropolitan/urban settings. The
questions this research study seeks to answer are as follows:
1. How do Black college students from urban K-12 institutions construct their
mothers as educational leaders?
2. What leadership traits, identified by students, can be incorporated in leader
preparation programs that focus on preparing urban educational leaders?
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This desire-based, critical phenomenological qualitative study will highlight the lived
educational experiences of Black mothers, through the reflections of their children, to
enrich educational research, theory and praxis (Cooper, 2009). Desire recognizes our core
being and how we make meaning of the world (Tuck, 2009). When educational leaders
promote and practice holistic care in their students and teachers, there will be little need
for the advocacy and activism of Black mothers. We, Black mothers, will no longer
choose between opportunities to learn and care for our children in schools.
Significance of the Study
Black students can internalize inferiority that pervades society through media and
other sources. This internalization can lead to low self-efficacy and academic
underperformance (Steele, 1997; Steele & Aronson, 1995). Changing the self-image of
African Americans through self-esteem and self-concept is essential to academic
achievement (Hopson, Hotep, Schneider & Turene, 2010). Sustained academic
achievement is contingent upon the ability for students to form a caring relationship with
the domain of academics. This includes the school itself, curriculum and school leaders
(Steele, 1997; Steele & Aronson, 1995). Emphasizing diversity and high academic
performance on state tests is necessary but does not address concerns of self-identify
(Hopson, et al., 2010). For Black people, the existence of racism is common sense and
too obvious to be denied. Therefore, school leaders that do not address what is going on
can cause students to lose faith in teachers and administrators (Thompson, 1998). This
study is significant to provide practical leadership characteristics and behaviors that
urban college students identify as helping them achieve academic success.
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African American women educational leaders are disproportionately placed in
urban schools with existing challenges, limited resources, uncertified teachers and low
student achievement (Bass, 2012; Brown, 2005; Hopson, et al., 2010). Additionally, their
leadership is often limited to the role of principal (Alston, 2000). Even with the formal or
positional power (Green, 2017); Black women leaders often face obstacles that aim to
hinder their ability to maintain leadership (Jackson-Dunn, 2018). Despite obstacles,
Black women continue to meet the demands of educational leadership as principals and
superintendents (Alston, 2005; Jackson-Dunn, 2018). Black women educational leaders’
perception and understanding of inequality and oppression in the U.S. allows for a
genuine form of caring that provides a little extrinsic motivation for student success
because students do not want to disappoint supportive adults (Bass, 2012; Thompson,
1998).
Research has focused on the care of teachers and the impact that demonstrated
care has on student achievement and performance (Beauboeuf-LaFontant, 2002; Roberts,
2010; Robinson & Lewis, 2017). Educational leaders need theories of care that focus on
student support, through responsive and fulfilling relationships that address pressing
needs of children, families and communities, collectively and individually. Caring is
bringing justice for the next generation and creating spaces and conditions that will aid in
the success of all people. It is not a step back from the world to a place of innocence but a
leap into the world to bring about change (Thompson, 1998). Ethic of care above ethic of
justice, with willingness to accept consequences, is an attribute proven to promote
leadership in the best interest of the children (Bass, 2012).
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Common expressions of motherhood include nurture and care. Generally, women
perceive their leadership approach includes care and nurture (Muzvidziwa, 2015). Bass
(2012) notes that care is a powerful and effective force for positive change and strength
in educational leadership. However, many common leadership theories- transformational,
transactional, distributive, and synergistic- do not identify caring as a characteristic of
great leaders (Green, 2017). This study aims to merge the conversations of teacher care,
critical race parenting, and leadership. Understanding that maternal extends beyond
biological connections (Beauboeuf-LaFontant, 2002; Cooper, 2009). This research
purposefully ignores damage-centered research on Black people; including only what
adds to the substance of the argument. Damage-centered research documents pain or loss
of an individual or community (Tuck, 2009, p. 413). There is no need to justify or
explicate the pain and loss experienced by the Black community through education in the
United States (Fancher, 2011; Henry & Dixson, 2016; Kantor & Brenzel, 1992; Nelson,
2017; Tuck & Gaztambide-Fernandez, 2013; Watson, Robinson, Hollis & TalleyMatthews, 2015; Wilson, 2015). As with teacher effectiveness, affirming the status quo
and holding a singular perspective of leadership enables educational leadership
researchers and practitioners to continue to exclude new ideals of leadership (Robinson &
Lewis, 2017).
Twenty-first century schools require leaders that model the diverse society and
the racial, cultural and ethnic makeup of the school and community (Brown, 2005).
However, there are few programs available to prepare and appoint African Americans to
leadership positions in schools (Brown, 2005; Hopson, et al., 2010). This study will
provide insight on behaviors and actions that leadership preparation programs can utilize
11

in preparing their educational leaders. This research is bigger than just a checkmark
towards a degree. This research is justification for the sacrifice my family made to choose
culturally affirming environments for our children in schools. It represents the passion
that developed when interacting with the teachers, parents, and other students of color at
the school. It is about all the other mothers who are not in a place to advocate for the
support of their children and the othermothers who step up in their place. It is about the
collective racial uplift which includes advocating for other children in schools, sharing
educational experiences and sharing information with others (Cooper, 2009). It is about
preparing my children and their friends to live and grow in a society that continues to
devalue the lives of people of color.
Conceptual Framework
Damage centered research often incorporates social and historical context but
lacks the context of colonization and racism (Tuck, 2009). Desire based frames tell the
complete story and not just of brokenness with concern for ‘understanding complexity,
contradiction, and the self determination of lived experiences’ (Tuck, 2009, p 416).
Critical race feminism is a branch of critical race theory and offers a perspective for
understanding the experiences of Black females in education (Evans-Winters & Esposito,
2010). Critical race theory (CRT) spawned from critical legal studies and was applied to
educational thought by scholars Ladson-Billings and Tate IV (1995) and Dixson and
Rosseau (2006). There are no set tenants for CRT however, Delgado and Stefancic
(2001) identified themes that most CRT scholarship does ascribe to: 1) racism is normal
and fixed in the United States; 2) interest convergence; 3) race is a social construct; 4)
intersectionality; and 5) counternarratives (Ladson-Billings, 1998). Critical race feminism
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as a theoretical lens to view education for black women purports that 1) experiences of
women of color differ from those of men of color and white women; 2) women of color
face multiple forms of discrimination due to intersectionality; 3) women of color hold
multiple identities and consciousness for women of color; 4) research is multidisciplinary
in scope and breadth; and 5) a call for theories to combat gender and racial oppression are
needed (Evans-Winters & Esposito, 2010, p. 20).
Black feminist thought, shaped and produced by the lived experiences of Black
women with intersection of expressions that reveal diversity of Black women with
respect to class, religion, age and sexual orientation (Howard-Hamilton, 2003). Black
feminist thought purposes to resist oppression and empower Black women within the
context of social justice (Collins, 2000). The Black feminist framework aims to make
visible the intellectual products of Black people while resisting the countering logic
(Cooper, 2015). Black feminist framework provides a space that we can occupy to pay
homage to Black women who have serviced the community and world, acknowledge the
visionary pragmatism, and see value in the lives of all Black people (Cooper, 2015).
Black feminist tradition requires the helping of all Black Americans to survive racism
while maintaining integrity, uniqueness, and individuality (Thompson, 1998).
Black women’s perception and understanding of inequality and oppression in the
U.S. allows for a genuine form of caring in support of student development and
achievement (Bass, 2012; Thompson, 1998). Caring often means leaving comfort zones
to attend to the interest of others by acting (Thompson, 1998). Black feminist’ notions of
care are informed by African Americans advocacy, activism, and political resistance
within groups and institutions (Cooper, 2009) while womanist’ notions of care are linked
13

more to women’s resistance and collective uplift of Black families as a whole (Collins,
2000; Cooper, 2009; Dillard, 1995; Thompson, 1998). Walker (1983) defined womanist
as ‘voiceful, inquisitive, and socially active community members who are guided by a
vision of inclusiveness and fairness’ (as cited in Beauboeuf-Lafontant, 2005). It is
important not to essentialize. All Black women are not womanists. Womanism aims to
examine, recognize and interrogate the social realities of slavery, segregation, sexism and
economic exploitation experienced by Black people in the U.S. Beauboeuf-Lafontant
(2005) identifies four points that compose womanism: 1) value of individuality and
relationships; 2) recognition of the women’s role in the survival and excellence of their
communities; 3) validation of the wisdom gained though lived experiences, collective and
individual, that produce counternarratives that challenge and contradict the current
accounts of academic truth; and 4) embrace dignity of all human beings across social
dimensions of race, gender, class, and sexuality (p. 438).
Womanism continues the discussion of caring focusing on context and action
(Beauboeuf-Lafontant, 2005) ‘straightforwardly, unapologetically, and strategically using
intellectual pursuits to advocate on behalf of poor and working class minority women’
(Evans-Winters & Esposito, 2010, p. 11). As previously stated, care is an action. Caring
is bringing justice for the next generation and creating spaces and conditions that will aid
in the success of all people. It is not a step back from the world to a place of innocence
but a leap into the world to bring about change (Thompson, 1998). ‘When people
perceive themselves as not being cared for, they feel threatened and devalued (Cooper,
2009, p. 383-384). Research has shown that Black teachers have a way of demonstrating
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care for Black children to encourage and manifest academic success (Acosta, 2018;
Beauboeuf-Lafontant, 2002; Roberts, 2010).
Conclusion
In conclusion, this qualitative study, divided into the following three articles,
explores how college students from urban k-12 institutions construct their mothers as
educational leaders and how those traits can influence urban leader preparation programs.
The first article focuses on the historical and contemporary role of Black women as
educational leaders and Black mothers as a source of knowledge and theory. The second
article focuses on urban Black students perceptions of leadership and how they construct
their mothers as educational leaders. The third article focuses on a critical race parenting
and a critical view of care in leadership. Each article builds on the conceptualization of
Black mothers as educational leaders from the perception of their students. The limited
research on context relevant lived experiences of Black women as educational leaders
limits the practical solutions available for making urban K-12 institutions more equitable
for Black students. This research aims to determine practical leadership behaviors and
traits that Black mothers implore to critically guide their children through an inequitable
educational system and racist society to achieve academic success.
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Chapter 2
Constructing Black mothers as educational leaders: A source of knowledge for
theory
Abstract
Black women, despite a national increase of attention to equity and social justice continue
to be immersed in a climate that stigmatizes both race and gender. The limited Black
leadership narratives and lack of context relevant analysis affects the ability to improve
schools for Black children in the United States. Despite a history of successful leadership
traits, Black women continue to be underrepresented in educational literature, theory, and
research. The experiential knowledge of successful Black students from urban education
environments can provide much needed counters to the dominant deficit messages and
ideologies. The lived leadership experiences of Black mothers can greatly enrich
educational leadership, research, theory, and praxis. Through a Black feminist and
womanist lens, this article explores the history of Black women leadership in the U.S and
the need to incorporate the leadership traits of Black mothers in educational leadership.

Keywords: Black mothers, educational leadership, black feminist thought,
womanism
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Black mothers as Educational Leaders: A Source of Knowledge For Theory
Introduction
Black women, despite a national increase of attention to equity and social justice
continue to be immersed in a climate that stigmatizes both race and gender (Williams &
Wiggins, 2010). Traditional leadership theory assumes relevance of white male ideas,
taking positions of formal authority as a leadership standard. Leadership literature on
women, typically refer to white women, without taking into context race and racism.
When race is considered, research reports leaders of color as illegitimate in comparison to
white counterparts (Ospina & Foldy, 2009) and as an anomaly and not holders of
knowledge or a source of theorizing (Bell, 1992; Ospina & Foldy, 2009). Within the
context of preparation, practice and research, Black women and other marginalized
groups are missing from literature (Alston, 2012).
The leadership characteristics that women put in practice are usually undervalued
in educational leadership. The view and use of power is often different from male leaders.
Hollander and Yoder (1978) discussed that women and men differ in leadership (as cited
in Alston & McClellan, 2011). Often using power for the good of the organization over
self interests (Reed, 2012). Black women’s’ experiences have historically been devalued,
misrepresented or left out completely (Jean-Marie, Williams & Sherman, 2009). There is
a significant underrepresentation of Black women in educational thought (Alston, 2000).
The limited Black leadership narratives and lack of context relevant analysis has
impacted the ability to identify alternate solutions for children of color in the United
States (Murtadha & Watts, 2005). Only recently have Black women been included in
leadership research as a source of knowledge (Alston & McClellan, 2011).
17

More women are moving into spaces and positions of power in education but
Black women’s involvement in school administration is quite limited beyond the role of
the principal (Alston, 2000). African- American women educational leaders are
disproportionately placed in urban schools with existing challenges (Bass, 2012). These
challenges include limited resources, uncertified teachers and many times student
underachievement (Brown, 2005; Hopson, Hotep, Schneider & Turene, 2010). Even with
formal or position power, Black women leaders often face obstacles that aim to hinder
their ability to maintain leadership (Jackson-Dunn, 2018). Despite the various obstacles,
Black women continue to meet the demands of educational leadership as principals and
superintendents (Alston, 2005; Jackson-Dunn, 2018).
Murtadha and Watts (2005) identified themes from a historical analysis of Black
leadership in the United States: (a) educational leadership has been exercised throughout
U.S. history; (b) Black leadership often linked education to social justice as a moral
imperative, and; (c) community engagement was paramount for Black educational
leadership. Black leadership is often driven by choice and action, and our choices are
often shaped by dominant politics. Black women help others overcome constraints of
dominant politics to effect change in the community (King, 1998). Black women
educational leaders perception and understanding of inequality and oppression in the U.S.
allow for a genuine form of caring that provides a little extrinsic motivation for student
success. Research shows that students do not want to disappoint supportive adults (Bass,
2012; Thompson, 1998).
Black women understand and respect the responsibilities of leadership. Black
women utilize power and faith to push through hopeless situations guided by the
18

overcoming spirit of women of African ancestry to transcend oppression (King, 1998)
recognizing and interrupting the systemic structures to better educate all students (Flores,
2018). As many Black women leaders of the past have argued, education equity is a
human and civil rights issue that needs to be challenged in order to support students of
color secure academic achievement (Cross, 2007). Black feminist as leaders seek to
provide knowledge to create a new society that is equitable and just (King, 1998).
Critically examining leadership brings forth space for marginalized voices to become
powerful by gaining understanding of the individual and collective resistance and
transformation of systemic inequalities (Ospina & Foldy, 2009).
The voices of Black people are often misrepresented in media, school, and
research (King 1999). The lived-experiences of Black people is in direct contrast to the
dominant narrative of civil rights progress over time and of neutral law (DePouw &
Matias, 2016). There has been an erasure of Black women and their contributions to
education (Allen, 2018). The narrative of Black women must be recuperated from the
mainstream American myth (King, 1999). Due to the constraints of the Civil Rights Era,
many Black women went unrecognized and unacknowledged when they initiated
protests, fundraised, and developed communication networks (Alston & McClellan,
2011). Scholars such as Alston (2000, 2005), Collins (2000) and others (see Alston &
McClellan, 2011; hooks, 1994, and Murthada-Watts, 2005) are documenting and
preserving the legacy of Black women leaders.
Historical Black Women Leaders
Horsford (2012) brings attention to the bridge leadership exhibited throughout
history by Black women, many who held positions of leadership in education or
19

community organizations (Alston & McClellan, 2011). Black women were and continue
to be influential in the development and leadership of predominately Black schools using
teaching and leading as activism (Loder, 2005; Reed, 2012). Much Black women
activism occurred during a climate of overt racism. Black women must embrace our
power against the new racism that is the social hostility and systems of discrimination
within education (Williams & Wiggins, 2010). There is longstanding documented history
of Black women working for the uplift of the Black community. The documentation
includes individual and collective histories of diverse clubwomen engaging in racial
consciousness and community improvement (Shaw, 1991).
With the ever-present threat of losing family members, by sale or death, Black
women through community consciousness and collective activity developed strategies to
cope with the harsh realities of slavery (Shaw, 1991). Black women leaders have
demonstrated care and leadership ability as far back as when Harriet Tubman led
enslaved Black people to freedom. Individuality is a direct contrast to cultural groups
dynamics of racial uplift for Black people (Bloom & Erlandson, 2003). Educational
organizations developed by and amongst former enslaved Black people focused on the
educational needs and interest of the collective (Shaw, 1991). There was a community
race consciousness and a social responsibility that was deliberately developed and passed
on to the collective. Black women leaders have continued to fight injustice witnessed or
experienced despite obstacles or danger (Bass, 2009).
Fanny Jackson Coppin (1837-1913), Anna Julia Cooper (1858-1964), Mary
McLeod Bethune (1875-1955), Nannie Helen Burroughs (1879-1961) and Septima Clark
(1898-1987), through their labor, speeches, and writings, addressed the need to fight for a
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socially equitable and just nation with education as a salient point (Murtadha & Watts,
2005).
Fanny Jackson Coppin. Fanny Jackson Coppin attained the highest position of
any Black woman of her time as principal of Philadelphia’s Institute for Colored Youth.
Under her leadership she increased the enrollment by adding evening courses and
recognized the importance of community organizing (Murtadha & Watts, 2005).
Anna Julia Cooper. Anna Julia Cooper promoted a challenging curriculum to
train the mind and empower the spirit. Her crusade for higher education led to more
students gaining acceptance to notable institutions like Harvard and Brown. For Cooper,
the means of education were only justified when it fostered ability to critically think,
analyze and act (Murtadha & Watts, 2005).
Nannie Helen Burroughs. Nannie Helen Burroughs, with a vision to prepare
Black women for the realities of the workplace and life, opened the National Training
School for Women and Girls in Washington, D.C. She not only battled societal racism
but also oppression from Black male leadership, specifically within the National Baptist
Convention. Burroughs continued on focusing on the development of self-help, skill
development through vocational education and racial pride (Murtadha & Watts, 2005).
Septima Clark. Septima Clark was key in increasing the Black voting base by
focusing on literacy in her citizenship schools throughout South Carolina. Like the other
women mentioned, Clark worked in legally segregated settings beyond 1950s that
focused on maintaining inferior education through limited facilities and funding
(Murtadha & Watts, 2005).
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Mary McLeod Bethune. Many women leaders of the time are rarely recognized
as leaders; however, Mary McLeod Bethune, Lucy Laney, and Nannie Helen Burroughs
are recognized as educational leaders. They built schools in response to the need of the
community, family and Black children. Through collective involvement in salvaging any
reusable item, Bethune and students laid the foundation for what would become Bethune
Cookman College in Daytona Beach, Florida (Murtadha & Watts, 2005). Each of the
aforementioned women believed that education is essential for social reform and
progress.
Black Club Women and Organizations
To discuss the history of the leadership of Black women, it is imperative to
include the development of local and national organizations. The diversity of region,
neighborhood, and families encouraged the creation of clubs to uplift the community
despite the various and changing demographics (Shaw, 1991). Groups such as Daughters
of Africa (1821), Colored Female Produce Society (1831), African American Female
Intelligence Society of Boston (1832), Colored Ladies Literacy Society (1834), Ohio
Ladies Education Society (1840), and The Daughters of Zion (1867 in Memphis, TN)
were significant in establishing schools for students of color and hosting recreation,
literacy and cultural events for the community (Lerner, 1974; Murtadha & Watts, 2005;
Shaw, 1991).
Mary McLeod Bethune founded the National Council of Negro Women (NCNW)
in 1935, while serving as an advisor on racial issues to the Roosevelt administration
(Grant, 2016). The NCNW sought to bring various Black women’s groups together to
gain national attention and affect political change. Vivian Carter Mason and Dorthy B.
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Ferebee further strengthened the organization to an international level by joining groups
throughout Africa and the Black Diaspora (Grant, 2016). The various local clubs
provided services to the community through establishing early childhood education
centers, protective leagues for females and homes to care for the elderly (Boris, 1989).
Most Black women’s organizations supported universal reform focusing on
healthcare and education. Racism, which is often ascribed to uneducated southern white
people, is a national ideal that refused to acknowledge the contribution to society and
education of Black people. The establishment of Black Greek-letter organizations, Alpha
Kappa Alpha (1908), Delta Sigma Theta (1913), Zeta Phi Beta (1920), and Sigma
Gamma Rho (1922), was the result of continued segregation and the fight for recognition
and respect of Black people, a struggle that continues present day (Torbenson, 2012).
With community service as a priority, a group of young Black women established the
first Black Greek-letter organization, Alpha Kappa Alpha, influenced by members of the
Beta chapter of Alpha Phi Alpha (Giddings, 1989; Ross, 2000; Torbenson, 2012).
However, their limited vision of racial uplift led to a conservative conceptualization of
reform (Washington, & Nuñez, 2012). With a desire for a more service- oriented focus
that addressed the current social concerns, 22 women founded Delta Sigma Theta
Sorority. Delta Sigma Theta Sorority was incorporated in 1913 with the intention to
expand and connect with like-minded women nationwide. Under the leadership of Myra
Davis Hemmings, the members of Delta Sigma Theta Sorority Incorporated, with an
emphasis on social consciousness marched in the Women’s Suffrage Movement in 1913
(Giddings, 1989; Ross, 2000; Torbenson, 2012). The establishment of these and other
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Black fraternities and sororities was an organized and strategic way to create a pipeline to
develop new leaders, instill racial pride and challenge oppression,
Fighting oppression is a dangerous feat. Bethune and other Black leaders were
harassed, some were imprisoned, and others killed for their criticism of U.S. policies
foreign and domestic (Grant, 2016; Sosa-Provencio, 2018). The work of Black
clubwomen has been underestimated. Much like the leadership characteristics and traits
of Black women (Lerner, 1974). Leadership traits identified in the analysis of the lived
experiences of Mary McLeod Bethune and Septima Clark and many others highlight
effective leadership of Black women (Alston, 2012). Through personal, social and
political activism, Black women fought to advance education for the Black community
throughout the nation and abroad.
Conceptual Framework.
Black feminist thought. Historically, the identity of Black women in academia
has been shaped by others and is often erroneous and stereotyped. Black feminist thought
encourages the development, redefinition and explication of our own stories based on our
culture, a voice within rather than an outsider (Howard-Hamilton, 2003). Black women
past and present can easily be described as having to create balance between survival
identity and the need and desire to empower family (Gregory, 2001). In the early
twentieth century, women of African descent in the United States constructed an identity
that combined the public and private (Boris, 1989). Although there is not one normal or
standard Black woman experience, the purpose of black feminist thought is to stress the
similar experiences of intersecting oppressions of Black women to construct a different
view of ourselves (Bass, 2012).
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Howard-Hamilton (2003) stated that black feminist thought is shaped and
produced by lived experiences of Black women through the intersections of experiences.
Black feminist thought recognizes the diversity of Black women with respect to class,
religion, age and sexual orientation. Black women as Black feminist cannot separate the
personal, political and professional (Williams & Wiggins, 2010). Black women cannot
exclude our personal involvement with Black life and prestige. We must use both to serve
the people with deliberate leadership and scholarship. Leadership that seeks to improve
Black lives beyond the current social order is the only true leadership (King, 1998). Black
feminist tradition requires the helping of all Black Americans to survive racism while
maintaining integrity, uniqueness and individuality (Thompson, 1998). Black feminist
framework provides a space that we can occupy to pay homage to Black women who
have serviced the community and world and acknowledge the visionary, pragmatisms and
see value in the lives of all Black people (Cooper, 2015).
The black feminist framework aims to make visible the intellectual products of
Black people while resisting and countering the logic that other paradigms attempt to
place on everyone else’s experiences (Cooper, 2015). Black feminist scholars are
concerned with bringing voice to Black women’s struggles against racism and classism,
making no distinction between personal and public realms (Howard-Hamilton, 2003;
Kakli, 2003), reclaiming our space, time, and ideas that have been silenced throughout
the U.S.and resisting oppression and empowering Black women within the context of
social justice (Collins, 2000).
Womanism. Walker (1983) defined womanist as ‘voiceful, inquisitive, and
socially active community members who are guided by a vision of inclusiveness and
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fairness’ (as cited in Beaufoeuf-Lafontant, 2005). It is important not to essentialize. All
Black women are not womanists. Womanism aims to examine, recognize and interrogate
the social realities of slavery, segregation, sexism and economic exploitation experienced
by Black people in the U.S. (Beaufoeuf-Lafontant, 2005). Black women’s experience of
oppression in the U.S. allows for a genuine form of caring in support of student
development and achievement (Bass, 2012; Thompson, 1998). Caring often means
leaving comfort zones to attend to the interest of others through action (Thomspon,
1998).
Womanism continues the discussion of caring focusing on context and action
(Beaufoeuf-Lafontant, 2005) ‘straightforwardly, unapologetically, and strategically using
intellectual pursuits to advocate on behalf of poor and working class minority women’
(Evans-Winters & Esposito, 2010, p.11). Caring is bringing justice for the next
generation and creating spaces and conditions that will aid in the success of all Black
people.
Black Mothers as Leaders
The Black family has been a space of contention since slavery, when slave owners
deliberately separated families to maintain the subordination of enslaved Africans (Grant,
2016). Research often frames families and students of color with a deficit frame (Gooden
& Dantley, 2012). In 1978, Lawrence-Lightfoot introduced the myth that Black parents
do not care about education. This report and the Moynihan findings introduced negative
stereotypes about the Black family and culture that still surface today (Kakli, 2011;
Moynihan, 1965). Black mothers were accused of numerous atrocities including the
retardation of their children’s academic achievement (Collins, 2000; Moynihan, 1965).
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Cultural racism, the notion that cultural characteristics, beliefs and behaviors are the
cause of inequalities in communities of color, feeds cultural deficit while ignoring the
historical and contemporary systemic context (DePouw & Matias, 2016).
Black mothers are often pathologized and racialized as uncaring or uninvolved
within the school. However, research finds that mothers provide care and safety for their
children through proactive racial socialization and counter the school-centered view of
Black families as uninvolved and uncaring (Allen & White-Smith, 2018). The dominant
narrative of Black and brown families often frames parents as deficient and argues that
the deficiencies are racial or cultural (DePouw & Matias, 2016). Research on Black
mothers, particularly single mothers, frame parenting as inadequate and having negative
affect on the child’s academic performance (Jackson et al., 2000, as cited in Hubbard,
Lewis & Johnson, 2014). However, Black families have a history of parental involvement
like reading at home, helping with homework and encouraging attendance (Cooper,
2009).
Educators tend to view Black mothers’ resistance through a deficit lens instead of
understanding the style of care as firm, serious, protective and forward (Cooper, 2007).
Many studies on Black mothers and Black women educators frame mothers as advocates
and activists (Cooper, 2007; Loder-Jackson, 2012). Any activist-oriented involvement
challenging the status quo is often dismissed as counterproductive rather than seen as
care (Cooper, 2009). Motherhood for Black and white women produce different
outcomes. These differences are present in political and social power (Boris, 1989).
White women did not and still do not have to defend their decision to stay home and not
work. When parental involvement standards are shaped around white cultural norms,
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there are inherent systemic concerns around meeting those standards. It is important to
remember the context of violence and degredation that impacted Black mothers. Black
mothers were not always in control of the conditions of their motherhood (Boris, 1989).
The circumstances of enslavement and now poverty, forced Black mothers to work away
from home, thus impacting the ability to meet the “standards” of in school involvement.
Even with a constant negative message about Black mothers, Black women began
to fight for and celebrate our humanness as women and redefine motherhood (Boris,
1989). To respond to the narrative of the Black family, many civil rights organizations
promoted positive images of Black families with emphasis on motherhood (Grant, 2016).
The Black mother embraced this transition to uplift the Black family and community
through strategically challenging racism and discrimination (Boris, 1989; Grant, 2016).
The institution of motherhood remains an important area of self-definition and
empowerment in the Black community (Collins, 2000). Collins (2000) identifies five
themes of Black motherhood that historically and contemporarily characterize the Black
woman’s view,


relationship with other mothers/women



relationship with children



relationship with community



severity of oppression faced by Black people



actions to resist oppression (p.177)
Often, Black mothers view education as a path to liberation with financial

independence and protection from a racist society (Cooper, 2007). Education is a
weapon against racism and oppression and Black parents are continually in a struggle to
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obtain equitable education and education policy for our children (Robinson & Werblow,
2013). Education through assimilation destabilizes families and communities (DePouw &
Matias, 2016). Mothers value education; however, their experiences of inequalities make
them protective or defensive of their children (Cooper, 2007). Black women can have
conflicting and contradictory views of the value of motherhood. There is an emotional,
physical, and psychological cost to Black mothers’ coping with the intersections of race,
class, gender, sexuality and the oppressions associated with each identity (Collins, 2000).
There is pain associated with the powerlessness of how society views Black children.
This can be problematic for Black mothers, especially when the focus is on violence
(Collins, 2000). Black mothers continue to place a strong emphasis on protection whether
through shielding their children or instilling skills of independence and defense (Collins,
2000).
Black mothers provide their children with the tools and strategies necessary to
navigate hostile and racist academic environments (Wright & Potterton, 2017). The work
of Black mothers is to instill value that encourage their children to strive for more. Black
families must make the conscious choice to not lie to our children and discuss the
oppression that exists in the reality of the world (Montoya & Sarcedo, 2018). Black
families can not risk their children being caught unaware that racism exists and therefore
must prepare them with coping mechanism to face racism while maintaining self value
(Thompson, 1998). Balancing motherhood for Black women can be emotionally taxing.
Desiring to develop the skills necessary for our children to combat oppressive conditions
but not to the detriment of their physical survival (Collins, 2000). There is the need to
provide children with the tools to be physically safe and emotionally healthy and allow
29

them to navigate how to use the tools (Bernal, 2018). It is important to teach children to
embrace their racial and ethnic identity without succumbing to subordination in a
dominant Eurocentric culture (Bernal, 2018).
There is not a perfect way to parent children of color. The role of mother is often
an honored and powerful role in the Black community. There is limited research on
parenting practices of Black mothers that speak to their resourcefulness and sacrifices to
provide opportunities for their children (Bass, 2009). Black mothers often receive a type
of glorification built on self-sacrifice (Collins, 2000). The idea of motherhood from the
Black community has differed from the dominant narrative. Most Black mothers are
concerned with putting the needs of their children first and encouraging success
academically and socially (Robinson & Werblow, 2012). The glorification of the “strong
Black mother” often represents an attempt to counter the negative discourse. However,
this narrative can often mirror the image of the “happy slave” (Collins, 2000).
The mother’s quest for survival, power, and identity is directly linked to
experiences with oppression and a desire for the next generation, our children, to prosper
in a racist society (Cooper, 2007). This type of power is not rooted in dominance or
control but in the transformative relationship with children and other vulnerable members
of the community (Collins, 2000). Embracing this view of motherhood as a “symbol of
power can catalyze Black women to take actions that they otherwise might not have
considered” (Collins, 2000, p. 194).
Othermother. Black parents have a well documents history of educational
involvement focused on the success of their children. This ranges from organizing
community groups to challenging disparate discipline practices (Allen & White-Smith,
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2018; Pignolet, 2019). Black mothers’, regardless of educational attainment, support the
educational success of their children through verbal guidance, consistent discipline,
investment in the relationship and reflection on historical and current societal pressures
based on race, class, and gender (Johnson, 2016). Schools and leaders in their current
state, perpetuate the negative educational practices that oppress Black communities
(Wright & Potterton, 2017). Many Black parents are willing and eager to have more
involvement but lack the resources and knowledge to overcome barriers (Robinson &
Werblow, 2013). Discussions of parental involvement often focus on absence and not
presence (Cooper, 2009). The tradition of othermothering is an African-derived cultural
adaptation characterized, not by the absence of men (husband/father) but by the
significance and importance of women (Collins, 2000).
Collins (2000) identifies a fluid boundary between biological mothers and those
women who care for children. She defines othermothers as women who assist blood or
biological mothers in shared responsibility for the child’s development and wellbeing.
The maternal extends beyond biological connections (Beauboeuf-LaFontant, 2002;
Cooper, 2009). Othermothers (grandmothers, sisters, aunts, and cousins) take on childcare responsibilities for each others children and are key in supporting blood mothers
who lack preparation and/or resources for mothering (Collins, 2000).
The work of othermothers has taken various forms due to the social differences of
regions and the extent to which discrimination impacts housing, education, jobs, and
public services (Collins, 2000). Sharing knowledge and networking is important to the
success of othermother networks and Black women educational leaders (Muzvidziwa,
2015). However, racial desegregation and class stratification of Black neighborhoods
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hindered the community networks of othermothering through isolation and privatization
through the adoption of capitalist ideologies (Collins, 2000). Yet, still othermothers are
respected as powerful symbols within the Black community for their ethic of community
service. This type of power is what many in the community think of when referring to the
‘strong Black woman’, one who can revitalize a Black neighborhood through the
demonstration of an ethic of care and personal accountability (Collins, 2000).
Conclusion/Discussion
Empowering self and children is a maternal responsibility for Black mothers
(Cooper, 2007). Although activists and advocate is used interchangeably when referring
to prominent Black female figures, many African American women have not readily
accepted the term leader due to its inherent link to power, control and domination (Loder,
2005). Society continues to suppress the Black mother’s truth by excluding experiences
in literature and research and educational thought (Johnson, 2016). Common expressions
of motherhood include nurture and care. Many leadership theories do not identify caring
as a characteristic and research is mixed on how maternal factors can impact urban
schools reform efforts (Loder, 2005). However, Bass (2012) notes that caring is a
powerful and effective force for positive change and a strength in educational leadership.
Utilizing the term bridge leadership, Horsford (2012) seeks to apply what we
know about the historical leadership of Black women in the U.S. to influence effective
practices of educational leaders in today’s public schools. Black women have often been
the bridge between contradictory leadership philosophies and political strategies. Black
women leaders often had to employ social networks, writing and oratorical skills and
commitment to others and social justice to address racial, gendered, and class issues in
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various contexts (Horsford, 2012). To coalesce the maternal and leadership will challenge
the dominant narrative of leadership and Black mothers (Matias, 2016). Black mothers
are an immense resource to the academic success of their children (Robinson &
Werblow, 2012; Robinson & Werblow, 2013). A critical variable in assessing the
academic success and performance of Black children are mothers (Robinson & Werblow,
2012). We, Black mothers, must own our role as leaders to join and lead the conversation
for the safety, well-being, development and education of our children.
Analysis of historical Black women leaders and current Black mothers inform
context of race and ethnicity in relation to current practices and preparation in
educational leadership (Alston, 2012). There is a need to change current leadership
preparation programs to ensure our school leaders meet our students where they are and
connect with who they are (Horsford, 2012). Students of color are creators and holders of
knowledge that can and should be utilized in formal education and research (Bernal,
2002). The experiential knowledge of successful Black students from urban education
environments can provide much needed counters to the dominant deficit messages and
ideologies. The lived leadership experiences of Black mothers can greatly enrich
educational leadership, research, theory and praxis (Cooper, 2009). Despite costs,
motherhood remains an empowering experience and symbol of hope for many Black
women (Collins, 2000). Our influence on our children cannot be overlooked. Black
children often affirm their mothers and this affirmation in a society that is plagued with
the devaluing of Black women is very important.
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Chapter 3

Constructing Black mothers as Educational Leaders: Stories from their children
Abstract
There is a constant struggle to manage how others treat Black children. Black mothers
must act vigilantly against socialization into internalized racism while teaching resilience
and resistance. Awareness of racism and potential barriers helps Black students respond
in prepared resilience when faced with situations in school. Through a critical race, black
feminist and womanist lens, this article explores how college students from urban k-12
schools construct their mothers as educational leaders and how those tools and skills that
Black mothers provide aid Black children in the successful navigation and ability to
thrive in the U.S. educational system and society in general. Utilizing phenomenological
thought and critical race methodology, this article uses counter narratives as students
recount their experiences with racial messages and public urban school. Participants are
able to identify qualities and traits of their mothers that formal educational leaders should
adopt to support students from urban education environments secure academic success.

Keywords: Black mothers, leadership, critical race parenting, care
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Constructing Black mothers as Educational Leaders: Stories from their children
Introduction
Black people have historically recognized the various forms of racism prior to the
emergence of critical race theory. However, Black voices continue to be excluded from
the discussion of educational issues impacting Black children and communities (Morris,
2001). Oppression, inequitable policies and practices, and marginalization have been a
constant in the lives of people of color that has persisted for decades (Childs, & Johnson,
2018). Prior to Brown, many civil rights organizations provided input on the ‘damaging
effects’ [original emphasis] of legally segregated schools but those same voices were not
included for the implementation of the Brown decision (Morris, 2001). Positions on the
implementation of desegregation varied with many recognizing that integration of Black
children to white schools would result in the removal of our culture from curricula but
remaining in the Black schools would maintain a lack of resources and access to rigorous
curricula (Morris, 2001, p.579). There is a psychological toll that comes from living in a
racial caste system (Bailey-Fakhoury & Mitchell, 2018).
Educational equity continues to elude Black students and families who make
various moves to achieve greater access to educational opportunities. Black students and
families who attend more affluent suburban schools are faced with various racial
disparities in discipline and access to rigorous course offerings (Howard, & Reynolds,
2008; Pignolet, 2019). A school cannot be a good school when it makes Black students
feel ashamed for being Black. By removing critical analysis of institutional causes of
racism, Black children are at risk of internalizing negative messages about themselves,
their capabilities and culture (DePouw, 2018). Research has assessed the impact of the
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intersection of ethnic/racial identity and academic identity on academic success (Graham,
& Anderson, 2008; Steele, & Aronson, 1995; Steele, 1997). Nurturing critically guided
racialization will combat the cycle of internalization that Steele and Aronson (1995,
1997) identified as stereotype threat. Stereotype threat is a general situational threat that
affects members of the group whom the negative stereotype exists. Black students can
internalize the stereotype of educational inferiority that continues to pervade society
through media and other sources (Steele, & Aronson, 1995; Steele, 1997).
Berry and Candis (2013) define cultural identity as the significant ways a person
is defined or defines oneself as connected to culture. Various factors and experiences can
shape our worldview and how we experience the world. School is a major socio-cultural
venue that shapes our experiences and cultural identities. However, for many Black
students, the ways of being in school space contradicts the community cultural norms
(Berry & Candis, 2013).
Critical Race Parenting
There is a constant struggle to manage how others treat our children and the
critical analysis and vigilance against socialization into internalized racism while
teaching resilience and resistance (DePouw, & Matias, 2016). Awareness of racism and
potential barriers helps Black students respond in prepared resilience (Wright, 2011).
Racial realism is necessary to teach and learn about race (Bell, 1992). The existing
realities of race are so embedded in our everyday lives that a realist identity is necessary
for survival (DePouw, & Matias, 2016). Whiteness, a colonizing presence, illegitimately
places itself at the top of the racial hierarchy to establish norms of truth, normality, and
invisibility (DePouw & Matias, 2016). White supremacy is violence against
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communities of color, especially Black communities (DePouw & Matias, 2016).
Parental involvement is often viewed in narrow, classed, and racialized terms by
educators. Often parental behavior is interpreted against white-middle-class familial
behaviors. Critical race parenting views the holistic nurturing of the child by the villagemothers, fathers, grandparents, aunts, uncles- and how their parental involvement goes
unrecognized when viewed from a cultural racist or white normative perspective
(DePouw & Matias, 2016).
Matias (2016) defines critical race parenting (CRP) as an educational praxis
engaging parent and children in a mutual teaching and learning process about race,
placing emphasis on messages that counter dominant messages about race (Matias,
2016). Critical race parenting aligns with and differs from other strands of critical race
theory in that it acknowledges the permanence of racism but is less focused on
intersectionality and more on race (DePouw & Matias, 2016). Critical race parenting has
no tenets but considerations: 1) teaching on racism is better too early than too late; 2)
critically guided racialization; 3) front-load vocabulary; 4) intersectionality first; 5)
question white norms; 6) recognize the reality of violence; and 7) march in resistance
(Montoya & Sarcedo, 2018, p.72). Taking a critical race perspective on parenting
comprises critical analysis of systemic oppression that is sprinkled throughout the lived
experiences, systems of knowledge, values and pedagogies of communities and families
of color (DePouw, & Matias, 2016).
CRP must acknowledge racial oppression while nurturing love of others and self.
Children must understand the impact of institutional racism without defining themselves
as racism and white supremacy would define them (DePouw, & Matias, 2016). CRP is a
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constant discussion of experiences of racial realism of both parent and child, allowing
each to express resistance in their own way as a coping mechanism (Matias, 2016). For
many Black parents, willful innocence is preparing melanated children for a world that
does not exist (Montoya, & Sarcedo, 2018).
The dominant narrative of Black and Brown families often frames parents as
deficient and argues that the deficiencies are racial or cultural, ignoring documented
histories of active and thoughtful critical race parenting (DePouw, & Matias, 2016).
Graham and Anderson (2008) found that Black male students that demonstrated a strong
ethnic connection, strengthened their academic identity. Healthy and interdependent
identities developed in the context of community and cultural survival provides students
with a sense of place and self that does not rely on white mainstream
culture/media/society as a measurement (DePouw, & Matias, 2016). hooks (1994) speaks
to ‘teaching students in a manner that respects and cares for’ (p.13) their souls. A holistic
education that moves beyond test scores but relates to students as ‘whole humans’
impacted by cultural experiences outside of the classroom (Berry, 2005).
Fostering Positive Racial/Ethnic Socialization
Strong racial socialization and/or identification help Black students persevere in
the face of race, class and gender injustices at school, the community and society as a
whole (Evans-Winters & Esposito, 2010). Many Black youth do not separate how they
successfully navigate educational spaces from their racial identity (Wright, 2011).
Fostering positive racial identities is a must for the psychological health and emotional
welfare of Black children (Blackmon, Coyle, Davenport, Owens, & Sparrow, 2016;
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Collins, 2000; Cooper, 2007). Often misinterpreted and misunderstood, racial ethnic
identity is a significant factor in the pursuit of academic achievement (Wright, 2011).
Typically, mothers tackle the transmission of racial-socialization message and
navigate and advocate for their children in ‘white spaces’ (Bailey-Fakhoury, 2014 as
cited in Bailey-Fakhoury & Mitchell, 2018). Often Black mothers view education as a
path to liberation and financial independence (Cooper, 2007). Black mothers value
education as a weapon against racism and oppression but are aware of the need to protect
children against the inequitable system (Cooper, 2007; Robinson, & Werblow, 2013).
Black mothers provide their children with the tools and strategies necessary to thrive in a
hostile and racist academic environment (Robinson, & Werblow, 2012). Although the
focus of this study is on Black mothers, Matias (2016) has applied maternal in a larger/
broader context, acknowledging that fathers and men can exhibit and express
maternalism (Matias, 2016). It is imperative for Black parents to purposefully nurture the
racial and ethnic identity development of our children because racism is normal,
changing and still, at times, overtly tolerated (Bell, 1992a; Montoya, & Sarcedo, 2018).
Awareness of racism in society and school provides additional support to
overcome academic setbacks, reducing the amount of self-blame and destructive thinking
that can hinder academic performance (Wright, 2011). Racism is a cultural and societal
issue that operates as a cycle of socialization, and it will continue unless there is a process
of unlearning and a conscious decision to disrupt status quo thinking (Gooden & Dantely,
2012). Schools are important in critical race parenting. They can support and reinforce or
counter the work of CRP (DePouw, & Matias, 2016).
Educational Leadership
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Black women in leadership positions often face situations of limited power and
undermined authority (Jean-Marie, Williams & Sherman, 2009). Black parents have a
long history of community organizing for educational opportunity (Allen & White-Smith,
2018). The role of mother is often an honored and powerful role in the Black community.
There is limited research on the parenting practices of Black mothers that speaks to
resourcefulness and positive leadership attributes (Bass, 2009). Teachers, educators, and
leaders often adopt deficit ideologies as it relates to parent-school relations and discourse
of Black mothers (Childers-McKee, & Hytten, 2015). However, the institution of
motherhood remains an area of empowerment and self-definition for many Black mothers
(Collins, 2000). Historically, the Black community’s struggle against institutional racism
allowed Black educators to avoid a deficit view of Black youth and families (DePouw, &
Matias, 2016).
The nations demographics of public schools are increasingly students of color but
the staff and leadership demographics do not reflect student populations (Cross, 2005;
Parker & Villalpando, 2007; Wright, 2011). Most leadership research does not seek
Black participants to develop theory (Bell, 1992b; Ospina, & Foldy, 2009). The stories
that are included are often distorted. The prior knowledge and struggles of the Black
community are rarely, if ever, reflected in school in a manner that enhances students
understanding of self, others, or community (King, 1999). By omitting cultural
knowledge of Black leaders, we also limit the ability to frame problems and develop
solutions to improve schools for Black youth (Murtadha & Watts, 2005). Critically
examining leadership brings forth space for marginalized voices to become powerful by
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gaining understanding of the individual and collective resistance and transformation of
systemic inequities (Ospina, & Foldy, 2009).
Scholarship from Black scholars can serve to shed light, critique, and dismantle
the systems that support and sustain oppression and misinformation (Childs, & Johnson,
2018). Research often ignores the educational debt owed to Black students to indulge
inquiry in understanding underachievement, behavior referrals, graduation difference and
special education (Cross, 2007; Johnson, 2016). This focus on students rather than the
educational systems that continue to perpetuate the inequalities is upholding the
facilitation of racism and oppression (Cross, 2007). Even with an increase in national
attention of opportunities to learn through the Obama administration’s program “My
Brothers Keeper”, some school policies and practices continue to contribute to the
inequitable stratification and negatively impact opportunities to learn for Black students
(Allen & White-Smith, 2018; Douglass, Beasley, Crawford, Rios Vega, & McCamish,
2018).
Dominant U.S. narratives continue to produce cultural explanations for structural
and societal problems. It is necessary for the field of educational leadership to critically
interrogate and provide solutions to inequitable opportunities to learn. For Black people,
the existence of racism is common sense and too obvious to be denied. Therefore, school
leaders that do not address what is going on outside school walls can cause students to
lose faith in teachers and administrators (Thompson, 1998). Knowledge of students’
views, perceptions, and experiences provide insight for leaders and leader preparation
programs to develop leaders that can support the learning for students in urban
educational settings (Douglass et al., 2018).
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When educational leaders were faced with the threat of racial confrontation
related to student discipline or failure of educational achievement by minority
students or lack of relevant curriculum and poor instruction, they relied on
standard bureaucratic operating procedures and enforced neutral administrative
policies to address such problems. However, these actions increased racial tension
and conflict (Parker & Villalpando, 2007, p.521).
Black women’s involvement in school administration is often limited to the role
of principal (Alston, 2000). Research shows a tendency of Black leaders being evaluated
on subjective interpersonal factors rather than objective content or task completion
(Ospina, & Foldy, 2009). Despite obstacles, limited facilities, and limited funding, Black
women continue to meet the demands of educational leadership (Alston, 2005; JacksonDunn, 2018; Murtadha & Watts, 2005). The leadership characteristics that women put in
practice are usually undervalued in educational leadership. The view and use of power is
often different from male counterparts with a greater emphasis on the organization over
self (Reed, 2012). Leadership is often conceptualized as a relationship of the assumed or
appointed leader and followers with the leader having a role as influencer (Alston, &
McClellan, 2011). Black women have often been the bridge between contradictory
leadership philosophies and strategies (Horsford, 2012).
Conceptual Framework
Critical race theory and critical race feminism. Damage centered research
often incorporates social and historical context but lacks the context of colonization and
racism (Tuck, 2009). Desire based frames tell the complete story and not just of
brokenness with concern for ‘understanding complexity, contradiction, and the self
determination of lived experiences’ (Tuck, 2009, p 416). Critical race feminism
is a branch of critical race theory and offers a perspective for understanding the
experiences of Black females in education (Evans-Winters & Esposito, 2010). Critical
50

race theory (CRT) spawned from critical legal studies and was applied to educational
thought by scholars Ladson-Billings and Tate IV (1995) and Dixson and Rosseau
(2006). There are no set tenants for CRT however, Delgado and Stefancic (2001)
identified themes that most CRT scholarship does ascribe to: 1) racism is normal and
fixed in the United States; 2) interest convergence; 3) race is a social construct; 4)
intersectionality; and 5) counternarratives (Ladson-Billings, 1998). Critical race feminism
as a theoretical lens to view education for black women purports that 1) experiences of
women of color differ from those of men of color and white women; 2) women of color
face multiple forms of discrimination due to intersectionality; 3) multiple identities and
consciousness for women of color; 4) multidisciplinary in scope and breadth; and 5) a
call for theories to combat gender and racial oppression (Evans-Winters & Esposito,
2010, p. 20).
Black feminist thought. Reclaiming our space, time and ideas that have been
silenced throughout U.S. history, Black feminist thought encourages the development,
reidentification, and explication of our own stories based on our culture; a voice within
rather than an outside (Collins, 2000; Howard-Hamilton, 2003). Black feminist
thought, shaped and produced by the lived experiences of Black women with intersection
of expressions that reveal diversity within Black women with respect to class, religion,
age and sexual orientation (Howard-Hamilton, 2003). Black feminist thought purposes to
resist oppression and empower Black women within the context of social justice (Collins,
2000). The Black feminist framework aims to make visible the intellectual products of
Black people while resisting the countering logic that these paradigms attempt to master
everyone else’s experiences (Cooper, 2015). Black feminist framework provides a space
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that we can occupy to pay homage to Black women who have serviced the community
and world, acknowledge the visionary pragmatism and see value in the lives of all Black
people (Cooper, 2015). Black feminist tradition requires the helping of all Black
Americans to survive racism while maintain integrity, uniqueness and individuality
(Thompson, 1998).
Methodology
Phenomenology. Phenomenology as a school of philosophical thought underpins
all qualitative research (Merriam & Associates, 2002). Qualitative research is framed
with words instead of numbers and data is generated with open-ended questions and
observations (Creswell, 2014). The qualitative research process involves emerging
questions of a complex situation and individual meaning (Creswell, 2014).
Phenomenological research comes from philosophical and psychological inquiry into the
lived experiences of a phenomena as described by the participants with attention to the
structure and essence of experience in a particular context (Creswell, 2014; Merriam &
Associates, 2002). Although some methodologists will regard German philosopher,
Edmund Husserl, as the pioneer of 20th century phenomenology, this method of
understanding and inquiry can be traced back to Kant (Groenewald, 2004).
Phenomenology is more a method of questioning than answering (Manen,
2014). Phenomenological questions arise when an experience causes pause and
reflection. These questions open possibilities of insight and understanding into events in
their singularity that glance into making meaning as a collective phenomena (Manen,
2014). When applying phenomenology, the concern of the research is the lived
experiences of the study participants with the understanding or belief that a research
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cannot be detached from presuppositions and thus should make no attempt to hide them
(Groenewald, 2004). My epistemological position is that urban students in postsecondary
institutions hold data that supports their ability to achieve academic success, namely their
acceptance and admission, and how educational leaders affected that success. Because
emergent findings from a previous study identified Black mothers as educational leaders,
this study seeks to further understand the phenomena. Specifically, this study addresses
the following questions:
1. How do Black college students from urban K-12 institutions construct their
mothers as educational leaders?
2. What leadership traits, identified by students, can be incorporated in leader
preparation programs that focus on preparing urban educational leaders?
Critical race methodology. Social science theoretical models continue to explain
the educational inequity in the U.S. in ways that support the majoritarian narratives.
These majoritarian stories continue to posit that cultural assimilation is the solution to the
academic success of students of color (Solózano, & Yosso, 2002). These narratives fail to
recognize the racial privileges that continue to remain out of reach for students of color,
especially Black students. Critical race methodology, through personal stories/narratives,
other people’s stories/narratives and/or composite stories/narrative, extends research and
theory that address issues of race and racism to:


Foreground race and racism in all aspects of the research process



Challenge Eurocentric and traditional approaches to paradigms, texts and theories
used to explain the experiences of students of color
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Laboratory approach or solution to perceived subordination due to race, class and
gender



Focus on strength of racialized, gendered, and classed experiences of students of
color and;



Interdisciplinary approach (Solózano, & Yosso, 2002, p.24)

To tell the stories of Black students beyond narratives of deficit to narratives of cultural
resource and wealth, we must listen to their experiences and gain understanding of their
realities (Childers-McKee, & Hytten, 2015).
Participants. Utilizing purposeful sampling, the researcher sent recruitment
emails to faculty, staff and students requesting participation of current African American
college students who attended urban k-12 institutions. Students were asked to complete
an initial survey, if interested, to determine eligibility. There was a total of 21 students
who completed the interest survey. All students were contacted to schedule an interview.
A total of 13 students scheduled and completed interviews. All students identify as
African American from urban k-12 educational environments and are currently enrolled
at a postsecondary institution in the South. There were 6 males and 7 females. The
student classification distribution was 3 seniors, 4 juniors, 1 sophomore, and 4 freshmen.
Procedures. Study participants read and signed an informed consent form. A
semi-structured interview approach was utilized to capture student’s perception of the
phenomena. Individual interviews were conducted in a building on campus at a time
convenient for each participant. Before the interviews began, participants were briefed on
the purpose of the study and could ask questions about the study and the consent form.
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Data analysis. Data analysis procedures were informed by options suggested by
Creswell (2014), Saldaña (2016), and Solózano and Yosso (2002). The students were
asked specific questions about their mother’s leadership qualities and then allowed to tell
uninterrupted stories about how those identified qualities were displayed or
demonstrated. Additionally, participants were asked about their experience with racial
messages and their desires for educational leaders and then allowed time for an
uninterrupted narrative to expound on their answers. The interviews ranged between 20
to 60 minutes. The interviews were transcribed, and analysis involved identifying codes
and themes generated by participants and existing literature. Tentative findings were sent
to participants to validate that interpretation of data was consistent with their intended
meaning, a process of member checking (Merriam & Associates, 2002). Utilizing
concept coding, the data analysis was guided by the research questions. The conceptual
process consists of smaller observable actions that add to the larger concept, triggering
critical thought. There is value in concept coding from a critical perspective in that it
“stimulates reflection on broader social constructs” (Saldaña, 2016, p 120).
Findings
When conceptualizing leaders, many participants described a relationship of
influence. Although participants did not discuss race specifically the leaders identified
were of the same race as the participants. The following sections will discuss results of
students understanding of leadership, conceptualization of their mothers as leaders, the
impact of racial messages and the traits that formal educational leaders should adopt.
The leading influence. Participants defined their perception of leaders in terms of
the relationship and influence that the individual had over another individual or group.
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The participants consistently identified leadership traits as open-minded, independent,
tough/strict but compassionate, empowering, patient and strong. Majoi stated that a leader
is “someone taking a role to hold everyone accountable to reaching a certain goal.”
Neveah, Mia and Tess emphasized the importance of leaders establishing “a way of right
and wrong”. Inda added that leaders should be capable of “making good decisions and
helping other people out”. Kylen reported that his definition of a leader is a person who is
“resilient, opend-minded and subject to criticism but doesn’t back down”. Jacob stated
that a leader must have “followers” while Keith and Tyrus discussed the importance of
including followers in decisions and serving followers. Many students were able to
identify leaders in the school, community and in general. Many students talked about
their teachers as leaders due to the relationship or lack of relationship and 8 out of 13
students identified church as a place of community leadership. When conceptualizing
leadership in general, students often spoke of their mother or othermother figure.
Whatever is necessary. Family members (mothers, aunts, sisters, grandmothers)
were consistently identified as important and influential leaders in the participant lives.
The responses about family members were consistent across gender and although race
was not specifically a focal point at this time, the shared values related to goals is
consistent with literature on culture, motherhood and education. Many participants
discussed their mother’s emphasis on the importance of education. Tyrus reported on his
mother’s words; She kept saying, when I was growing up, "The best way to get out of
poverty... is education." It's a key, that can get you anywhere around the world.
Similarly, Kaylen, whose mom had her at a relatively young age reported,
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My mom had me when she was 19. From then she was always like, “hey, you
need to make sure you go to college, you finish college.” Because she didn’t
really have the opportunity because she was raising us. Basically, she really
instilled that in me,
For Kylen college was presented as an option. Kylen asserted,
My mom, she was not necessarily rude about it but she was like “you’re going to
work or you’re going to go to school.” The job I had at the time, I was working on
a video game truck, and I knew that I didn’t want to do that for the rest of my
life... Having her there to be like, “Hey school is an option,” or “Hey, this is an
option,” was a positive influence because had she not gone on to nudge me, I
probably would’ve gone to the Marines, which I definitely didn’t want to do.
For Jacob, college was presented as the option:
My mother alone gave me an opportunity when I got kicked out of college. She
told me, “you need to get a full time job. You need to go back to college or you
get out of my house.”
The participants talked about the sacrifices of their mothers, protection of their
mothers and tools that their mothers provided them with in order to be successful in and
prior to college. Nevaeh stated,
My mom made up in her mind that she was going to call the school, “May I speak
to Mr. Alex please” which is my Chemistry teacher and had a meeting with them.
She said “Nevaeh, she doesn’t want to go to a tutor but obviously she’s dealing
hard with your class, school is depressing her and something needs to be done
about it.” She told me “maybe you just need somebody to sit there and motivate
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you. Maybe you just need somebody to be there.” She actually came and sat in
class with me. It didn’t help me just grasp the concept, but I wasn’t in class about
to cry because I didn’t understand. At that time, I realized that my mom really
wanted me to succeed.
Although Xavier and Athlen stated that the protection of their mothers was a bit
extreme, they both eventually saw it as a positive and a way that their mothers displayed
care. Athlen reported that her family is always warning against “being kidnapped” which
has become a recurring conversation. Xavier recounted how his mother wanted to
“smother” him and his siblings to keep them from making mistakes. Initially this was
seen as a negative but he then came to the realization that “she cared that much” that she
didn’t want any harm to come even if it would result in a learning experience. Majoi
framed her mother’s protection in the form of independence, “My mom always taught me
to be independent and do things for myself that I won’t have to rely on other people.”
Surviving public school. In addition to the physical protection of participants,
mothers also provide tools for participants to overcome negative racial messages and
experiences with racism. Each participant was able to recall negative messages about
Black people that are portrayed in the media to include conflicting emotions of “not
Black enough” referring to personality and tone of voice and being “too Black” in
reference to skin tone. However, because of the various critical race parenting practices
of their mothers and othermothers, participants were also able to identify how they keep
going in spite of the negative messages.
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Jacob, Tyrus and Xavier mentioned the negative perception of Black males in the
media as “always in jail, dead, abusive” or “gangsters and thugs”. Xavier went further to
tell a story about how those negative images were forced upon him.
…just the other day, I was at a gas station actually pumping gas, doing whatever.
A woman came up to me and she says, I don't know why, randomly asked me,
"You know where I can buy some weed?" "Excuse me?" I was like, "Ma'am,
excuse me. What did you say?" "You know where I can buy weed, honey?" "No,
ma'am. I do not, but I wish you all the luck with whatever you got going on with
that." She just walked off. It struck me because I had braids. I had braids I'm
black. I went to ask my father like, "Dad, do I look like I know a guy that sells
weed or do I look like I smoke weed? Anything of that sort?" He was like, "No,
it's just the way society has grown and developed, and it's put images in certain
people's heads as far as what a person is supposed to look like and how they're
defined." I'm taken back. I don't want to say I'm not society, but me and society,
we don't go together like that. Let's just put it like, I have some things that society
got some views on that I don't necessarily agree with. I'm pretty sure everybody
has that. It's just that there was a moment that struck me though. I think that was
the first time anybody had ever asked me that kind of question. It took me by
surprise. I was like, "Had she got to talk to me more than just asked me that
question, she probably would have come out with the realization that, 'He doesn't
even associate with that.'" Just for her to just come up and randomly ask me that
out of the blue, that was crazy. That was wild.
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Kaylen mentioned additional messages about race that came from the media. Kaylen
spoke about the coverage of the high teen pregnancy rates among Black girls and the
persistent media coverage about their lack of completion of high school. Jacob said of the
media “…being Black, they don’t want to see you do anything great.” Majoi echoed
those sentiments stating, “people say things about public school systems like you don’t
learn anything or you don’t learn as much or you won’t be as successful as someone who
may go to private school.” Nevaeh talked more about her experience in public school.
…So I’m taking African-American history right now and it kind of brought me
back to high school…I feel like, Black kids are kind of brainwashed in a lot of
ways with education, especially in like grade school, middle school, and high
school because of-- we actually talk about this in African American history now
by the way. They're like, we're taught things about our history, and it kind of like
takes away from knowing who we fully are within our selves and like knowing
our ancestry and how much-- basically, knowing our true self and knowing our
true background and knowing our true history. And it's like, being black, you
don't really learn your history in school, you learn the European version of
everything. It's kind of a way of keeping the white supremacy higher. Making us
always feel like lesser than. Really I feel like that race education kind of goes
hand-in-hand in that.
Kaylen extends the conversation on race and curriculum to include:
… now I'm in college, it's in your face. I take classes about African-American
literature. I'm learning all this stuff that I didn't even know growing up even
though I went to a Black elementary school, but there's still a certain curriculum
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that they have to teach. They were trying to integrate the Black people into it but
still. I knew the main people...I would definitely say anything that I learn, makes
me- I don't want to say give it the side eye, but I'm just like there's probably more
to the story. They used to hype up Thomas Jefferson so much and only to find out
in college that he had a whole bunch of slaves-- When I found that out, I was just
like, you can't really trust nothing. They never tell you the whole story. They only
tell you like, “Oh, he did all these great things.” No, he owned slaves which is
awful.
Keith went on to discuss the messages that are still present even when white people have
received a college degree.
I actually recently read this study on the Washington Post about how residents see
African American patients, and a large number of those doctors thought that white
people have larger brains than black people. I'm looking at it and I'm just like,
People came out of undergraduate thinking this, so how many of my professors
probably think this, how many of my classmates probably think this?
Although the participants were able to identify negative messages about their race
and educational attainment, participants were also able to identify specific messages that
were used to counter the negative messages to avoid internalizing what society far too
often portrays. Many participants referenced the importance of their k-12 school
experiences as well as messages from family. Athlen mentioned how her “dad always
talks about [our] ancestors. You [have] to respect your ancestors.” Kaylen mention that
she looks to the many “successful Black people” in her life and strives “to be like
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[them]”. Inda referenced her relationship with her coach and the various positive
messages that he instilled throughout her time in high school.
…when I played tennis, since I'm a Black female and mostly in the tennis world,
they're all white girls, all white people. Every time I stepped on the court, only
Black people in the crowd would be my mom and my coach and everybody else
[were] just Caucasians. It was hard and my anxiety got bad, thinking like, "I'm the
only Black girl here." It got to me a little bit, but after a while, I got used to it,
because it became the norm.: I was thinking things like, "They don't expect me to
succeed. They don't expect me to actually beat this girl on the other side of this
court." Stuff like that. I felt like people had low expectations of me and then if I
actually did it, they would still hate me. Not my parents and my coach, but the
other people in the crowd. I feel like the whole crowd was rooting for her instead
of me. I felt like I didn't have anybody on my side, because I was Black. [My
coach] always points out to me, you are the only Black girl out there so you need
to prove a point. People always say I'm so mean when I walk onto the court, but I
only act like that when there is a Caucasian person on the court. I don't smile, I
don't do any of that because of what he told me that I need to prove a point, I need
to show her that I'm no joke, that I'm just as serious about it as she is…It always
motivated me...
Xavier went on to describe how he was able to cope with the conversation at the gas
station by removing himself from social media and ignoring the negative messages:
I don't take it. I don't take no stuff. Society come up with all these different things
every day, it's changing constantly. Why should I care? It's not going to affect me
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as long as I don't let it affect me. I don't think about it. I don't worry about it. If
the situations come up, it depends on how you handle it. I mean im kinda away,
because I don't really pay too much attention to-- social media, of course, we
know is like a driving thing going, [but] I do not associate with that thing. I guess
I put myself under a rock just to keep myself away from all the noise. I guess
that's how.
Majoi mentioned the positive messages that her mother and sister instilled,
I always felt that I was told to just be happy for who you are, some people may be
against you just because of your skin color and also your gender but just be happy
for who you are and actually try to thrive no matter what in the society... my mom
and sister talked about [racism] a lot because my mom is much older so she
actually experienced a lot of these things.. I feel that being Black has actually
pushed me harder for my educational experience. I feel like I'm self-motivated
and learning all these different things about Black History and also the Black
community and surviving public schooling and things like that. I feel like it
actually pushed me hard to want to do better because I don't want all of the
negative stereotypes about urban schooling and things like that [to] follow me or
make people feel like, "Okay, I won't be successful if I do this." To show people I
come from this and this is where I am.
Joston spoke about his experiences with positive racial messages and interactions from
with his college professor.
My first calculus II teacher, he was trying to help me out because he was black as
well and he wanted to make sure I succeed… I went to his office one day trying to
63

ask for help because I knew I wasn't doing well in his class. I still wanted to try to
get as much as I [could], try to learn as much as I [could] so I'll do better when I
take it again. You could say he was putting extra effort into me … that really gave
me the motivation to push harder and...Because he was telling me how people
think Black people can't do this or do that. He had the same motivations as my
dad, he wanted to prove people wrong and say, “Hey, we can get degree and get a
job and be successful and maybe have some problems here and there but that's
just being human."
Mia talks about the difficulty she had navigating stressful living situations due to her lack
of racial socialization messages prior to college.
I forgot about this. My freshman year, I wasn't sure if my roommate was racist or
not and I don't want to label her as racist but she was-- I don't know…She was
saying stuff about me, I guess to impress these guys who were, also, in the
Engineering LLC. As soon as she walked in and saw me, she was like, "Oh, hi,"
like she wasn't just walking down the hall talking bad about me. I didn't know that
she was racist. One of my friends in Engineering LLC told me that she was
because he was with her when she said, "My mom hates Black people and my
sister hates Black people and I have these certain views about Black people."
…It's made me less comfortable here especially in my major because these two
people who I was roommates with, all the professors love them, they trust them.
The director, he really trusts them and so whenever I would bring something to
him, but he had already talked to these people, it was just like I was lying or I
wasn't telling the truth or I was exaggerating something. I felt that a lot last
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semester because I had to complain about one person in my freshman year and
then I'm back complaining about another person my sophomore year and I'm not
being taken seriously either time. It was just very tough for me… Especially
because I’ve never had to deal with this.
Many of the participants were able to reflect on the racial-socialization messages
as a source of strength and motivation. Mia provides a great example of the importance of
having these conversations early, prior to students leaving to navigate college on their
own. Students who engaged in critical race parenting conversations took these messages
to mean that the person or people cared for them and wanted to prepare them to
successfully navigate the world around them.
Did you try, though? When describing the leadership qualities of Black mothers
the participants took various positions on the traits. The qualities mentioned included
“determined”, “helpful”, “motivational”, “resilient”, “strict”, “strong”, “supportive”,
“tough”, and “trustworthy”. When it came time for students to identify the qualities of
their mothers’ leadership that formal educational leaders should adopt, 6 of 13 used care
specifically. Others described attributes of care like accountability, understanding,
patience, relationships, and listening.
Kaylen referenced striking a balance between accountability and strictness by
developing relationships.
…You can’t always baby people…sometimes people need that push… Definitely
knowing when to be a little more strict without feeling you gone hurt somebody’s
feelings I guess which it might hurt like, “Oh, I don’t feel like really doing this
assignment right now,” but in the end it’s just like, “Okay, that assignment got
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done. Now I have free time to go play or eat or whatever.” I know people
sometimes get iffy when you start bossing, [air quotes] bossing people’s children
around that aren’t your own. I don’t know. It might be beneficial if the
educational leaders had I would say a connection with the kids and their parents
so it is not like, “Oh, why are you picking on my child,” but it’s like, “Oh, they're
trying to help my child succeed.”
Inda also referenced accountability stating,
I went to Another State University my freshman year of college…I got kicked out
of the band. Of course, she got mad, "Why did you do this? You shouldn't have
done this." She didn't hold me accountable. Well, she held me accountable for it,
but she didn't hold it against me. She was like, "Hey, this is what happened. You
know you shouldn't have did that, so let's move forward." I feel like that's what
leaders should do because you can't reverse it. You can't go back in the past and
redo that moment or anything. That's just what happened.
Tyrus discussed his mother’s level of patience and ability to build relationships when
dealing with students.
She would be around these kids who are labeled as unruly and not focused… she
would have the patience to crack the proverbial nuts and get to know them on a
personal level and keep working on them to show them something different. Not
jumping to the conclusion of, oh, you don't know something, I'm going to forget
about you. She kept trying until she got it done.
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Majoi, Athlen and Mia all mentioned the need for leaders to build relationships that allow
for more “student expression” and then “listen” to what the students are expressing.
Athlen goes on to describe what she desires from leaders:
You know that hipster teacher that everyone loves and talks to? I think that's a
good trait to have…my mother is like that…she really tries to connect with us,
tries to be laid back, not always criticizing, having a critical eye of everything
we're saying. I think having that perspective, being understanding, asking why
you're thinking… that allow the students to voice themselves, to express why they
disagree or do agree, really helps build themselves, and improve.
Joston stated “My mom did care, my teachers, I don’t think so” Tess, Jacob, Keith,
Nevaeh and Xavier all provided examples of teachers and leaders that did not care and
what they felt would constitute care. Xavier repeated “care and understanding, care and
understanding” and then expounded,
One is constantly passing you through the system saying, "Okay, next. Next.
Next," and then to have the other side who is like, we're going to care for you.
We're going to make sure you get to where you need to be to succeed, to actually
gain this information that you need to pass.
Keith expressed,
…if you were failing, and you weren't going to pass, they gave us this packet that
was like about an inch thick. If you just pass this packet you pass onto the next
grade…I'm like, "How is this helping us out? How's this making [me] college
prepared?" It's not…He probably didn't care. If he cared he would have tried
harder.
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Literature discussed the ambiguous nature of care (Smylie, Murphy and Louis,
2016). Although students did not give a definition of care, they were able to provide
examples of behaviors that they would perceive as care.
Discussion
Although arguments can be made for the inclusion of all the tenants of critical
race theory and critical race feminism, many of the tenants emerged in the data more
strongly. Mia had to navigate and understand the multiple forms of discrimination due to
her intersectionality of being Black and female in engineering. Within a matter of a year
Mia had to learn to balance multiple identities of Black, female, and due to her diagnosis
and illness, now disabled. When attempting to discuss her concerns with professors she
was often made to go through various processes just to verify her statements even though
she had paperwork to prove her illness. Many participants were able to recount
experiences with racism and oppression within the school that aligns with the first tenant
of CRT.
Data in this study suggests that Black students from urban K-12 schools look to
their mother as educational leaders. The qualities identified by students and displayed by
Black mothers have played an important role in matriculation to post-secondary
education. Participants were able to discuss the sacrifices and tools that Black mothers
provide to protect and support the healthy development and worldly navigation of Black
children. The students were able to shape their experiences and identify how to resist
oppression through counternarratives.
Students demonstrated the importance of positive race messages from the entire
village (DePouw & Matias, 2016). Although there is much research on the systemic
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inequalities and inequities of urban and suburban schools, participants were able to utilize
the tools and messages from their mothers and othermothers to overlook the disparities
and succeed academically and socially. Additional findings suggest that students are
keenly aware of the messages and contributions of Black people to the U.S. and
acknowledgment is warranted in curriculum and from leaders. A school cannot be a good
school when it makes Black students feel ashamed or ignores cultural identity.
Most notably students responded with the need for more care from school leaders.
Although there is no set definition or behavior associated with care in leadership, most
research defines care that focuses on the relationship and the perception of care from the
individual who is cared for (Bass, 2012; Smylie, Murphy & Louis, 2016). Participants
drew from their conceptualization of their mothers as leaders to identify potential traits
and areas of development for current and aspiring leaders of urban education institutions.
Conclusion and Implications
This article highlights the experiences of Black mothers through the stories of
their children. Although there has been progress in the inclusion of Black thought when
dealing with the educational troubles of Black children there is still a significant need for
more research, scholarship, and theory to address the inequities. The experiences of
Black people must be utilized as a source of knowledge, theory, and solutions to
remedying the educational debt. Utilizing the critical lens allowed the situation of race
throughout the study. Many studies on care situate the teacher/leader as the provider of
knowledge while also maintaining that the perception of care is important. Additional
research should focus on the critical review of care from the perception of cared-for, the
student.
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Chapter 4
Critically developing care leadership: Students’ experiences with care in schools
Abstract
There is no universal theory of care. Care in education and education leadership literature
is ambiguous. Care is often considered actions performed such as academic assistance,
emotional support, high expectations, and promoting prosocial behaviors. The person
receiving caring actions must perceive and receive the actions as care. Black women have
long been pillars of care for the Black community. Most theories of care in teaching and
education are colorblind however, context matters. Additionally, theories of care draw
from the knowledge of teachers and/or leaders. Utilizing Black feminist thought and
womanism, this study explores the need to develop critical care through the intentional,
critical, and ongoing critique of race and leadership in leader preparation programs
emphasizing the perspective of the cared-for, the student. Utilizing critical
phenomenological methods to situate race throughout the research process the research
addresses students’ experiences with race, leadership, and care. Implications for leader
and teacher preparation programs are discussed.

Keywords: Black mothers, leader preparation, ethic of care, care leadership
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Critically developing care leadership: Students’ experiences with care in schools
Introduction
Care is the provision of what is necessary for the health, wellbeing, maintenance,
and protection of someone or something with serious attention to doing something
correctly or avoiding damage and/or risk. Care is often defined as a quality of
relationship (Louis, Murphy & Smylie, 2016). There is no universal theory of care. Loder
(2005) writes that the social and economic decline of urban schools and communities has
created a responsibility to care for the urban child and community. The combination of
affect and advocacy produce caring; focusing on removing human-designed barriers and
challenging the subordinate social position to aid students’ in achieving their ideals of
success (Beauboeuf-Lafontant, 2005).
Care in Schools
Care in education and education leadership literature is ambiguous. Smylie,
Murphy and Louis (2016) look cross-occupationally to identify how to distinguish and
define care. Care is often considered actions performed such as academic assistance,
emotional support, high expectations, and promoting prosocial behaviors (Smylie,
Murphy & Louis, 2016, p. 5). However, context matters. Noddings (2013) has set a
foundation to build upon in regards to care in education and leadership. However,
Noddings (2013) only mention of race is to acknowledge a learned sensitivity to the topic
of race with regards to socioeconomic status and ethnic identity.
Caring involves motivation, observation, identification with, relationship with,
and response to situations, needs, interests, joys and concerns (Smylie, Murphy & Louis,
2016, p. 6). Care is not just a defined set of actions or interactions. The person receiving
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caring actions must perceive and receive the actions as care. Caring often means leaving
a place of comfort to attend to the interest and needs of others by action and
implementation of solutions to an unjust situation or problem (Bass, 2012).
Care remains a limited voice in current public discussions. Care is assumed and
expected but not always displayed and executed. Smylie, Murphy and Louis (2016) state
that caring is a worthy human endeavor with substantial empirical evidence for social and
academic success (Murphy, 2016). Research has shown that Black teachers have a way of
demonstrating care for Black children to encourage and manifest academic success
(Acosta, 2018; Beauboeuf-Lafontant, 2002; Roberts, 2010). Teachers identified
demonstrating care for Black students includes addressing the realities of racism in
students’ lives (Roberts, 2010). When students perceive themselves as not being cared
for, they can feel threatened or even devalued (Cooper, 2009). Empirical evidence of
caring has been linked to academic achievement and social and emotional learning
(Shouse, 1994; Jennings & Greenberg, 2009 as cited in Louis, Murphy & Smylie, 2016).
Care and School Leadership
Louis, Murphy and Smylie (2016) make the assumption that creating a caring
school environment should be multilevel, starting with the principal and trickling down to
the students and define caring school leadership as the caring matter, manner, and
motivation of leader actions and relationships, and the ability to promote and develop
caring in others and the organization as a whole. Louis, Murphy and Smylie (2016) focus
on caring as a continuous and powerful concept that has lasting impacts on students,
families and communities. This continuous care is a ‘property of relationships, its
consequences, and the conditions that enable care’ in schools (Louis, Murphy & Smylie,
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2016, p. 312-315). Smylie, Murphy and Louis (2016) noted an important aspect of leader
care is the capacity to develop care. This capacity development must be included in
leader preparation programs by intentionally incorporating discussions and capacity
building into the curriculum.
The capacity of leader care moves away from traditional exchange-based power
and control-oriented leadership (Smylie, Murphy & Louis, 2016). Murphy and Holste
(2016) emphasize the importance of developing relationships to create positive
educational spaces. Caring displays and models positive attributes and virtues:
compassion, empathy, justice, authenticity, humility, transparency, honesty, vulnerability
and respect for others (Cameron, 2012; Smylie, Murphy & Louis, 2016). Care is a
situational phenomenon that is guided by context and authentic understanding of the
needs and concerns of others (Thompson, 1998).
The notion of creating communities of care is not a new concept in education
(Bass, 2009; Bass, 2012; Murphy & Holste, 2016; Noddings, 1992; Noddings, 2013).
Although scholarly research of school leadership continues to expand, there is a lack of
theoretical and empirical work on the creation of communities that promote the
development of Black students (Louis, Murphy & Smylie, 2016). Black women have
long been pillars of care for the Black community, working behind the scenes to support
and advocate community causes (Bass, 2009; Murtadha & Watts, 2005). Common values
and attributes of motherhood include nurture and care (Bass, 2012; Loder, 2005). Many
leadership theories do not identify caring as a characteristic. However Bass (2012) notes
that caring is a powerful and effective tool for positive change and a strength in
educational leadership.
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Ethic of Care
Smylie, Murphy and Louis (2016) extends literature on caring beyond student and
teachers to include leadership on an interpersonal and organizational level. Care moves
beyond a feeling to a process of development that is consistent. The person providing
care must be committed to the cared-for’s need for compassion and patience through the
growth process (Kroth & Keeler, 2009). Noddings (2005) wrote that the need to be taken
care of is a universal need and the caring relationship is only fully developed when the
person cared for receives the actions as care.
Noddings (2013) defined ethic of care as the genuine concern about an unjust
situation with a response of corrective action. Bass (2009) extends action to include
descriptors of investigate and invest. An ethic of care is a narrative ethical theory that
recognizes and responds to the importance and need relationships and what makes actions
right or wrong (Alston & McClellan, 2011). Gilligan (1972) stated that a care orientation
reflects the presence of benevolence and compassion (as cited in Alston & McClellan,
2011, p. Solózano & Yosso, 2002). Beard (2012) identifies the characteristics of an ethic
of care to include receiving others, relationships built on empathy and action and motive
focused on the behalf of the one cared for.
Most theories of care in teaching and education are colorblind in that they fail to
acknowledge or address white-middle class assumptions like retreat from society to a
place of innocence (Thompson, 1998). Care is bringing justice for the next generation
and creating spaces and conditions that will aid in the success for all people. It is not a
step back from the world to a place of innocence but a leap into the world to bring about
change (Thompson, 1998). Colorblind and race neutral leadership theories simply
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uphold the status quo of white supremacy (Alston & McClellan, 2011). Racism is
prevalent in all aspects of society, including schools, which makes schools problematic
for students of color, especially Black students. Black students are at risk of “feeling
culturally alienated, being physically isolated, and remaining silenced” (DeCuir &
Dixson, 2004, p. 26). Caring is a critical form of activism. To achieve healthy
development, children need and deserve care, attention and advocacy (BeauboeufLafontant, 2005).
Black feminist thought and womanism. Ethic of care can also be linked to
Black feminist thought and womanism. The history, culture, and experiences of Black
women combined with expressions of empathy frames the Black woman’s ethic of care
(Bass, 2009; Collins, 2000). Using a Black feminist framework allows the focus of race
in theories of care as opposed to emphasizing innocence. Additionally the emphasis on
knowledge of Black culture that is experienced, interpreted, and produced by Black
women (Thompson, 1998).
Reclaiming our space, time, and ideas that have been silenced throughout U.S.
history, Black feminist thought encourages the development, reidentification, and
explication of our own stories based on our culture; a voice within rather than an
outside (Collins, 2000; Howard-Hamilton, 2003). Black feminist thought, shaped and
produced by the lived experiences of Black women with intersection of expressions,
reveal diversity within Black women with respect to class, religion, age and sexual
orientation (Howard-Hamilton, 2003). Black feminist thought purposes to resist
oppression and empower Black women within the context of social justice (Collins,
2000). The Black feminist framework aims to make visible the intellectual products of
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Black people while resisting the countering logic that these paradigms attempt to master
everyone else’s experiences (Cooper, 2015). Black feminist framework provides a space
that we can occupy to pay homage to Black women who have serviced the community
and world, acknowledge the visionary pragmatism and see value in the lives of all Black
people (Cooper, 2015). Black feminist tradition requires the helping of all Black
Americans to survive racism while maintain integrity, uniqueness and individuality
(Thompson, 1998).
Black women’s perception and understanding of inequality and oppression in the
U.S. allows for a genuine form of caring in support of student development and
achievement (Bass, 2012; Thompson, 1998). Black feminist’ notions of care are
informed by African Americans advocacy, activism, and political resistance within
groups and institutions (Cooper, 2009) while womanist’ notions of care are linked more
to women’s resistance and collective uplift of Black families as a whole (Collins, 2000;
Cooper, 2009; Dillard, 1995; Thompson, 1998). Walker (1983) defined womanist as
‘voiceful, inquisitive, and socially active community members who are guided by a
vision of inclusiveness and fairness’ (as cited in Beauboeuf-Lafontant, 2005). It is
important not to essentialize. All Black women are not womanists. Womanism aims to
examine, recognize and interrogate the social realities of slavery, segregation, sexism and
economic exploitation experienced by Black people in the U.S. BeauboeufLafontant (2005) identifies four points that compose womanism: 1) value of individuality
and relationships; 2) recognition of the women’s role in the survival and excellence of
their communities; 3) validation of the wisdom gained though lived experiences,
collective and individual, that produce counternarratives that challenge and contradict the
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current accounts of academic truth; and 4) embraces dignity of all human beings across
social dimensions of race, gender, class, and sexuality (p. 438).
Womanism continues the discussion of caring focusing on context and action
(Beauboeuf-Lafontant, 2005) ‘straightforwardly, unapologetically, and strategically using
intellectual pursuits to advocate on behalf of poor and working class minority women’
(Evans-Winters & Esposito, 2010, p. 11). Although implied, current care leadership
theories lack the intentional inclusion of race, equity and social justice. Even still,
education and leadership focused on social justice cannot substitute one that is antiracist
and specifically addresses race (Carpenter & Diem, 2013). Black feminist and womanist
informed ethic of care above ethic of justice, with willingness to accept consequences, is
an attribute proven to promote leadership in the best interest of Black children (Bass,
2012).
Preparing Critical Care Leaders
We know what inequality and injustice looks like. But justice and equity in
education still have not quite garnered widespread understanding (Horsford, 2012).
Centering race in educational research and leadership preparation should be clear to
expose and address racial inequities in the U.S. educational system (Childs & Johnson,
2018). Opportunities to learn, opportunities to prepare, and achievement gaps continue to
correspond to racial differences and other marginalized identities (Horsford, 2012).
Centering race in scholarship and leadership helps to counter the deficit view of Black
students and families that are often portrayed as flawed (Childs & Johnson, 2018). When
the leader and assumed protectors of children neglect to speak on racial injustice or police
violence, there are unconscious signals and messages that Black life is insignificant
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(Wright & Potterton, 2017). It is important for leaders to be prepared to address these
issues of race.
There is value in naming and claiming the reality of experiences of Black students
in a society where race and racism permeate everything (Jean-Marie, Williams, &
Sherman, 2009). Despite the apparent impact on teaching and learning, race and racism
still evade preparation programs (Nash, Howard, Miller, Boutte, Johnson & Reid, 2017).
The failure of civil rights laws to meaningfully eradicate institutional racism and
white supremacy makes it evident that legal gains do not usually lead to actually
lived equity but often to more subtle forms of racial discrimination that survive
the best of efforts to eliminate them (DePouw & Matias, 2016, p. 239).
Lack of biological basis of race does not eliminate the real material effects of racism
(Cooper, 2015). In a society that perpetuates racism there is no room for racial innocence
or being colorblind. When individuals choose to avoid the identification of racism, these
actions treat Blackness as unmentionable. Silence on issues of race and racism on the
part of parents and school leaders can be a form of neglect (Matias, 2016; Nash et al.,
2017) and racial irresponsibility (Thompson, 1998).
It is presumed that schools are a place of caring. Day after day, year after year,
millions of Black parents send their Black children to school with the assumption that
they will be safe and nurtured, supported, educated, developed and so much more
(Smylie, Murphy & Louis, 2016). Recognition that Black children would experience
covert and blatant racism in schools that were integrated were concerns of civil rights
organizations prior to Brown (Morris, 2001). The schools by students only and not
teachers, leadership, curricula or power. These same concerns are present now with an
increasingly Black public education system staffed by white females (Bloom &
Erlandson, 2003; Loder, 2005).
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Exposure to racial diversity through field experience and observation does not
challenge the internal power, privilege and whiteness of students being prepared to enter
spaces to impart biased knowledge on unsuspecting Black children (Cross, 2005). The
unquestioned acceptance of social and cultural stratification system that upholds racial
and educational inequities is racism (King, 1991). Racism is often reinforced through
teacher/leader preparation programs through the limited critique of whiteness as a central
preparation theme (Cross, 2005). We need to change current leadership preparation
programs to ensure our school leaders meet our students where they are and connect with
who they are (Allen & White-Smith, 2018). We must challenge the rhetoric and coding of
racism (multicultural and social justice ideologies) that maintains the system of power
and privilege of whiteness (Cross, 2005; Spring, 2015).
Without addressing context, leadership theories are not practical guidelines to
address change in society (Ospina & Foldy, 2009). Refusal to recognize the realities of
race will cause a recycling of oppressive mindsets within the Black family and
community (Matias, 2016). The capacity for educational leaders to successfully lead in
diverse and urban areas has become an increasing focus of research (Horsford, 2012).
Urban school leaders must have an understanding of the effects of poverty, inequitable
funding procedures and disparities. Leaders must understand that academic performance
should be reviewed within the social context that society has exclusionary and inequitable
resources (Bloom & Erlandson, 2003). 21st century schools require leaders that model
diverse society and the racial, cultural and ethnic makeup of the school and school
community (Brown, 2005).
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Within the context of preparation, practice, and research Black women and other
marginalized groups are missing (Alston, 2012). Educational leaders need theories of
care that focus on student support, through responsive and fulfilling relationships that
address pressing needs of children, families, and communities collectively and
individually (Thompson, 1998). Theories of care should not be dismissed but restructured
to include race. Leaders must acknowledge, reflect, and respond to the changing
educational make up of U.S. education (Wright, Arnold & Khalifa, 2018). There are few
programs available to prepare and appoint Black people to positions of leadership in
schools (Brown, 2005; Hopson, Hotep, Schneider & Turene, 2010).
To build credibility in developing a race conscious leadership preparation
program requires serious and consistent commitment to a community or group (King,
1998). Cross (2003) examines the conscious neglect in preparing teachers and leaders for
the society in which they will attempt to teach. Teacher and leader preparation programs
are often filled with knowledge and skills that must be mastered that contradict the
experiences and beliefs of many Black people in the U.S. education system (Berry,
2005). Teachers and leaders can easily recite elements learned during a course of study
but practicing leadership that neglects those learned elements leads to confusion,
inequitable resource distribution and failure to serve the students, families, and
communities that attend the institution (Childs & Johnson, 2018; Cross, 2003). Without
the ongoing, individual and systemic professional development emphasizing the
confrontation of racial bias, we are condemning urban children to be influenced by
people who do not nor seek to understand them (Cross, 1993).
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As with teacher effectiveness, affirming the status quo and holding a singular
perspective of leadership enables educational leadership researchers and practitioners to
continue to exclude new ideas of leadership (Robinson & Lewis, 2017). Teacher and
leader prep programs must move beyond their current curriculum with the occasional
multicultural/diversity course to challenge and make whiteness visible (Cross, 2003).
Exposure is not enough. Field experience is not enough. Observation is not enough. It is
not solely the responsibility of Black people to change the societal inequities on our own.
Leader preparation programs must intentionally push students to examine biases and
assumptions that guide how facts are interpreted (King, 1991). In leadership preparation
programs there needs to be a shift to focus on how curriculum and leadership is affected
by race instead of whether there is affect (Gooden & Dantley, 2012).
Educational leaders should make constant strides to acknowledge the impact of
race and racism on racialized students (Wright, Arnold & Khalifa, 2018). Many students
of color feel that their experiences in educational systems are often devalued,
misunderstood or purposefully omitted (Bernal, 2002). Students recognize the desire of
school leaders and personnel who want them to perform well academically and socially
(Howard, 2001). Until leaders ensure students have the support and care they need, Black
children will continue to be failed by the educational system in the U.S (Robinson &
Werblow, 2013).
Methodology
Phenomenology. Phenomenology as a school of philosophical thought that
underpins all qualitative research (Merriam & Associates, 2002). Qualitative research is
framed with words instead of numbers and data is generated with open-ended questions
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and observations (Creswell, 2014). The qualitative research process involves emerging
questions of a complex situation and individual meaning (Creswell, 2014).
Phenomenological research come from philosophical and psychological inquiry into the
lived experiences of a phenomena as described by the participants with attention to the
structure and essence of experience in a particular context (Creswell, 2014; Merriam &
Associates, 2002). Although some methodologists will regard German philosopher,
Edmund Husserl, as the pioneer of 20th century phenomenology, this method of
understanding and inquiry can be traced back to Kant (Groenewald, 2004).
Phenomenology is more a method of questioning than answering (Manen,
2014). Phenomenological questions arise when an experience causes pause and
reflection. These questions open possibilities of insight and understanding into events in
their singularity that glance into making meaning as a collective phenomena (Manen,
2014). When applying phenomenology, the concern of the research is the lived
experiences of the study participants with the understanding or belief that a research
cannot be detached from presuppositions and thus should make no attempt to hide them
(Groenewald, 2004). My epistemological position is that urban students in postsecondary
institutions hold data that supports their ability to achieve academic success, namely their
acceptance and admission, and how educational leaders affected that success. Because
emergent findings from a previous study identified care as a desired attribute of
educational leaders, this study seeks to further understand this particular
phenomena. Specifically, this study addresses the following questions:
1. How do Black college students from urban K-12 institutions construct their
mothers as educational leaders?
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2. What leadership traits, identified by students, can be incorporated in leader
preparation programs that focus on preparing urban educational leaders?
Critical race methodology. Social science theoretical models continue to explain
the educational inequity in the U.S. in ways that support the majoritarian narratives.
These majoritarian stories continue to posit that cultural assimilation is the solution to the
academic success of students of color (Solózano & Yosso, 2002). Failing to recognize the
racial privileges that continue to remain out of reach for students of color, especially
Black students. Critical race methodology, through personal stories/narratives, other
people’s stories/narratives and/or composite stories/narrative, extends research and theory
that address issues of race and racism to:


Foreground race and racism in all aspects of the research process



Challenge Eurocentric and traditional approaches to paradigms, texts and theories
used to explain the experiences of students of color



Laboratory approach or solution to perceived subordination due to race, class and
gender



Focus on strength of racialized, gendered, and classed experiences of students of
color and;



Interdisciplinary approach (Solózano & Yosso, 2002, p.24)

To tell the stories of Black students beyond narratives of deficit to narratives of cultural
resource and wealth, we must listen to their experiences and gain understanding of their
realities (Childers-McKee, Hytten, 2015). I situate care in black feminist thought and
womanism to bring to the forefront the action needed for critical care. Colorblind and
emotive care often seen in white feminist frameworks overlook the intersection of race,
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gender, class and sexuality (Beauboeuf-Lafontant, 2002; Beauboeuf-Lafontant, 2005;
Sosa-Provencio, 2018) In combining womanism, black feminist thought and critical race
methodology a critical phenomenological approach arises that moves the stories of the
experiences of Black students to action and improvement of their educational experiences
(King, 2008).
Participants. Utilizing purposeful sampling, the researcher recruited, via email
requests to faculty, staff and students requesting participation of current African
American college students who attended urban k-12 institutions. Students were asked to
complete an initial survey, if interested, to determine eligibility. There was a total of 21
students who completed the interest survey. All students were contacted to schedule an
interview. A total of 13 students scheduled and completed interviews. All students
identify as African American from urban k-12 educational environments and currently
enrolled at a postsecondary institution in the South. There were 6 males and 7 females.
The student classification distribution was 3 seniors, 4 juniors, 1 sophomore, and 4
freshmen.
Procedures. Study participants read and signed an informed consent form. A
semi-structured interview approach was utilized to capture student’s perception of the
phenomena. Individual interviews were conducted in a building on campus at a time
convenient for each participant. Before the interviews began, participants were briefed on
the purpose of the study and could ask questions about the study and the consent form.
Data included transcripts of interviews.
Data Analysis. Data analysis procedures were informed by options suggested by
Creswell (2014), Saldaña (2016), and Solózano and Yosso (2002). The students were
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asked specific questions about their mother’s leadership qualities and then allowed to tell
uninterrupted stories about how those identified qualities were displayed or
demonstrated. Additionally, participants were asked about their experience with racial
messages and their desires for educational leaders and then allowed time for an
uninterrupted narrative to expound on their answers. The interviews ranged between 20
to 60 minutes. The interviews were transcribed, and analysis involved identifying codes
and themes generated by participants and existing literature. Tentative findings were sent
to participants to validate that interpretation of data was consistent with their intended
meaning, a process of member checking (Merriam & Associates, 2002). Utilizing
concept coding, the data analysis was guided by the research questions. The conceptual
process consists of smaller observable actions that add to the larger concept, triggering
critical thought. There is value in concept coding from a critical perspective in that it
“stimulates reflection on broader social constructs” (Saldaña, 2016, p 120).
Findings
Although there is no set definition of care, participants were able to identify what
behaviors they would perceive as care. Participants identified “relationships”, “patience”,
“listening” and “acknowledgement of accomplishments and race” as important
components of care.
I am not my brother. Many participants emphasized the importance of
developing relationships with students to both enhance the learning environment and to
show genuine care for students. Keith and Jacob mentioned “finding time” to just ask
“what’s going on in your life” to get to know the students. Opening this dialogue will
make it easier for students to confide in teachers when they have obstacles that could
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hinder their performance or engagement. Mia stated that a lack of relationship made it
“hard to convey what was going on” even though “I could have or should have… I was
still dealing with a lot of stuff.” Tess expounded and mentioned the importance of
teacher/leaders following up or checking in “afterwards”. Making sure that whatever the
situation is has been resolved.
Kylen mentioned that he had trouble in middle school developing “connections”
with teachers. He reported,
No one ever really tried to talk… Then, middle school, I had my brothers old
teachers, and I was still talkative, I wasn’t bad, but they would ridicule me worse
than everybody else because they're comparing me to my brother. My brother, he
was smart, but he was really, really quiet, whereas me, I was super smart, super
talkative, and very social… I guess they didn't like that. I had two teachers that
taught my brother, and neither one of them really liked me.
Participants emphasized the importance of developing personalized and individual
relationships with children and families. Kaylen mentioned that a relationship and
connection with students and parents will make “being strict” and “pushing” students
more beneficial because both student and parent will understand the attempt to “help
[the] child succeed.” Additionally, Inda stated the importance of individualized
relationships to push students toward success.
…if you know that they can, really, really push them to get there even if they
aren't really sure about it. If you know that they're capable of it, push them to do it
instead of just letting them say, "Hey, l don’t think I'm strong enough to do this,"
and letting them not do it. Say, "Hey, you need to do this. I know you can do it."
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Jacob reported that the moment he recognized that his principal cared, “it changed the
way I actually perceived myself.” Mia also concluded that the relationships and
personalization will allow for leaders to truly “listen and adapt” to various student needs.
Listening, you actually listening. Jacob, a self reported former class clown, had
a moment when he needed to put all jokes aside and focus on completing work. However,
the teacher thought he was engaging in another prank. Jacob kept moving to the front of
the room because he was having trouble with seeing the board. When he told his mom,
she responded by taking him to get new glasses. An important aspect of listening is also
believing in the experience that is presented to you. Kylen reports his experiences with
his mother’s listening,
I remember I got in trouble at school. I got in trouble at school a lot. Probably up
until high school, I would get at least two to three N's on my report card. I was
always in trouble, I was also really smart so my grades were always top-notch, my
cutting up was just trash. I remember one day specifically, I got in a lot of trouble
at school. Before my mom even yelled at me, she just asked me my point of view,
and I was so bewildered. I was like, "You want to know my side of the story?" I
told her my side of the story. Sometimes she would listen, but other times, it
would be like, "Okay, well, this matches up with what your teacher told me, so I
know that this is right." One time specifically, I had this one teacher in sixth
grade. She would curse us out, she would call us names, she was just terrible. I
would always tell my mom like, "Hey, this teacher ain't right. She's going to call
you every day, but don't listen to her when she says that I'm the troublemaker.
She's the troublemaker." One day, my mom called her, and one of the kids picked
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up the phone and set it down. My mom heard everything that she was saying to
us. She was just talking all types of bad, telling people like, "Your mom is this
and that," and it was just nasty… Sixth grade, it was real bad. She was super mean
in sixth grade. Her catchphrase was, “cotton- picking students,” and “get your
mother on the phone.” Those were the only things she would ever say. Give us an
assignment and as usual, like 10 sentences, correct whatever was wrong, I would
do that super easy.... It wasn’t like, “Why are you all talking?" or "What's going
on? Do you all need help?” It was just like, “Get your mother on the phone, you
shouldn’t be talking.” What if I’m just reading a sentence? “Get your mother on
the phone.” When somebody would talk and she couldn’t figure out who it was,
then she would be like, “You cotton-picking kids” blah, blah blah. It's just like,
"What?" Looking back, we were kids, I don't know why she was so triggered. She
was terrible, I didn't like her. If it weren't for my mom listening to me and being
open-minded when I first told her that the white lady was not cool, she probably
never would have called and never would have found that out. I would've just
kept getting in trouble.
Kylen continues talking about his experience with leaders’ listening,
I've been lucky with my educational leaders because the majority of them have
been women, and women are also a minority, and women listen. I had my
research professor, my first professor who really got me super interested in my
major was a woman, and then the first boss I had that I really, really liked, she
was a woman. Whenever I would come to them and complain, really, my first
boss was one of the first ones that I would tell, "Hey, it's tough being black in
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engineering." She would listen every single time, and she would just do nothing
but try to support me.
Although this story ended with Kylen being validated. Many times that is not the case.
Keith mentioned that he attempted to inform his teacher that he was not familiar with
basic physics and calculus rules needed for an into class,
but because his wife teaches at Ridge Forrest, he believes it's so to be. I'm just
thinking, that there are different things that are going on that you're not aware of. I
guess it's not his fault, but, why when we tell you all of those things, you still
think we're lying? You should be like, "Okay, I should kind of take a different
approach and an open approach into how I teach this class and to be more
receptive of what's going on." I feel that's what hinders things a little bit.
The participants discussed the disparities in opportunities to learn and prepare stating that
their urban school “didn’t have resources” to prepare them for college. Even though
much research focuses on the educational disparities, the students were invalidated and
disregarded when attempting to communicate with instructors.
When I do, they downplay. There are factors outside of the classroom that
impact students’ ability to learn in the classroom. Joston, Majoi, Xavier and Mia all
reported that they felt unacknowledged. Xavier stated that he hoped leaders could
“understand that people have lives outside of [school]” and they should “care enough to
be reasonable” because sometimes things happen unexpectedly that impact students. Mia
reported,
I was sick. My second semester of my freshman year, I wasn’t in class at all
because I was in the hospital. It was very hard for me to come back. I had to get
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readmitted, Even though it had been, I guess, a year, the spring semester, a year
since I had been in the hospital, I was still dealing with a lot of stuff going on.
There would be times where I couldn’t get up or move. I was on a lot of
medicines that made me drowsy. Then the last day of the class, I was not able to
be there because-- and I let [the TA] know the day before, which was a Friday,
that I wasn’t going to be able to be there. Then three days later he sent the
professor an email I didn’t give him a heads up, he hadn’t known anything, I was
basically making things up. I honestly did what he told me to do. He told me to
get registered with DRS and basically, they would justify what was going on like
I was lying. I guess to have them to back me up was better but I had to explain it
so many times to so many different professors it just made me feel like they think
I’m making it up. I literally have the documentation, showing them the
documentation in my hand before I was even registered with DRS. They were just
downplaying what I was going through.
Aside from unexpected health concerns, Majoi and Xavier discussed the lack of
acknowledgement for accomplishments that “others, white predominantly” get a grand
gesture or “recognition”. Majoi mentioned the lack of acknowledgment in curriculum,
Well in my 11th grade history class we talked a lot about how Black History is
not really in our history books... We did side lessons about things and…we
literally have to look past all of the things that they're trying to teach us and know
that there's much more to History, it's a lot of things that are being left out and us
being minorities, we should want to learn about our own things and not just what
the curriculum says…they don't want Black people to feel like that we're greater
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than what we are, they don't want us to feel like we have accomplishments or
anything to look back and say, "Okay, this person did this." They want to shelter
the good things about us and make us feel that we aren't progressing or we haven't
did anything that's worth talking about.
Participants discussed their observations regarding the “downplay” of their experiences
and accomplishments and recognized that sometimes Black people are not even treated as
humans.
I cry so they know I'm human. Participants focused heavily on the curriculum,
racial messages and conversations and the lack of acknowledgment of factors that impact
the ability to learn. Moreover, Tyrus, Nevaeh, Tess and Kaylen discussed the desire to
talk about the racial divide in society and how that impacts them in the classroom.
I'm a criminal justice major. I take a lot of criminal justice classes. Of course,
politics gets brought up a lot. I would say that some of my professors
acknowledge the issues going on now and specifically within the past year or two
that they’ve done a pretty good job of, well, he might think this way but all of us
don’t think the way type. Sometimes I do feel like it get-- Some stuff gets ignored
or mandatory meetings that we have that I don’t know if they actually amount to
anything...
With the growing racial tension in society, leaders must step up to have the difficult
conversations and work through their own biases. The avoidance of healthy dialogue can
be dehumanizing as Tyrus confirmed,
… when I was driving or walking and I would just freeze up when they go and be
prepared to, if I have to, break down if I have to. Cry a little bit to show that I'm
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human, so they won't do something to me that I've seen in the news, so my race
has been a big factor.
Keith stated,
…it really affects my-- I guess my perspective about what's going on, like when
I'm studying with people, the classroom, I'm thinking about how my professors
are grading my papers. Like are they looking at me just like I'm an African
American student, as a chemistry major trying to do this? Or are they just looking
at me like a person?
Nevaeh’s experience is a great example of why leader and teacher preparation programs
should focus how race impacts education and build capacity of teachers to have skills to
affirm various experiences of students of color.
I keep going back to high school of course but in high school… Even when we
came together, it was very segregated. So this whole thing with the Trump kinda
came about and then police brutality came about, and you would see teachers
bring it up in their classroom because they want to talk about it.You are sitting
there talking about it to your friends about what it is that's going on, how it is to
be Black. And then you have this guy come over and he's like, "Well, I don't think
y'all should feel this way because this is not really like that," and we are like,
"You don't think we should feel this way because you're not Black. You don't
really know how it feels." I'm getting mad because I'm arguing with a teacher and
a student and I'm really like, "Y'all stop arguing with me because y'all will never
get it y'all don't understand." He was like, "No, you don't understand," I'm like,
"No you don't understand. You are not Black." "What does black have to do
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anything with it?" "It has everything to do with it."…I don't remember who the
boy was but basically I know he was shot and killed and the white guy in my class
was just talking about how he had an incident with the cop and how the cops shot
at him. My response was like, "But did you die though?" We are talking about
people that are being killed and honestly it came out later that he lied about, he
just wanted to make the argument about it. My teacher, she was basically like,
"You are asking him that but he's telling you it's not because these people aren't
white. He had it done to him too." I'm just like, "Really? It's just so?" Then when
I'm getting mad about it she's like, "Okay we are not going to have this
conversation anymore," and I'm just like, "Okay because you're like I don't want
to have this conversation because you are not understanding me".
This constant navigation of race is not new to Black people but many leaders avoid the
conversations. However, just having the conversations are not always productive. It is
important to be prepared to engage in healthy dialogue that validates the experience of
Black students.
Discussion
Although care in leadership literature and education is ambiguous, data in this
study suggests that Black students from urban K-12 schools have a conceptualization of
behaviors that exhibit care. The students were able to draw from their mother’s leadership
qualities to discuss components of care including building relationships, exhibiting
patience, listening, acknowledging accomplishments and race. It is presumed that schools
are a place of caring. Students reported several experiences where they did not receive
care and were able to provide narratives of those impactful negative experiences.
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Participants discussed the importance of relationships which aligns with womanist
ethic of care. Additionally, the narratives reveal a sense of resistance of counter logic as
well as integrity in the production of counternarratives that dispel the narrative of school
as a caring place. Tyrus story about crying emphasizes the need to embrace dignity of all
humans. Something that is lacking when the context of race is removed from scholarly
conversations and professional development of teachers. The participants call for teachers
to care in action which aligns with black feminist theories of care that emphasize action
over innocence.
Data in this study suggest that teacher and leader preparation programs need to
prepare their students to engage in critical racial conversations in urban classrooms. To
acknowledge, include, and understand factors that impact students’ ability to learn both in
and outside of the classroom. Preparation programs should focus on critically assessing
individual biases and how those biases invade the classroom and impede the ability to
deliver critical care to students. Participants reflected on their mother and othermothers’
demonstration of care to identify behaviors of leaders that reflect or hinder the received
care from leaders.
Conclusion and Implications
This article highlights the experiences of Black students’ perception of care.
Without addressing context, leadership theories are not practical guidelines to address
change in society (Ospina & Foldy, 2009). With the increasing presence of Black and
Brown students and families in public schools, the context of care must be included.
Leadership is often the relationship of an assumed or appointed leader and followers with
emphasis on the leaders’ ability to influence followers to accomplish a goal. With
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academic success as the end goal, leaders must utilize the knowledge of successful urban
students to identify new solutions to inequitable education. Additional research should
focus on further understanding urban students’ perception of critical care to inform theory
and praxis.
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Chapter 5
Discussion and Recommendations
Overview
As many Black women leaders of the past have argued, education equity is a
human and civil rights issue that we must challenge in order to support Black students
secure achievement (Cross, 2007). Historically, Black women’s experiences have been
devalued, misrepresented, or left out of scholarship completely (Jean-Marie, Williams &
Sherman, 2009). By omitting cultural knowledge of Black leaders, we limit the ability to
critically examine and frame solutions to the education problems facing our youth
(Murtadha & Watts, 2005). Black women were and continue to be influential in the
development and leadership of predominately-Black schools, often situated in urban
neighborhoods. However, leadership practices associated with Black women and mothers
are undervalued in leadership literature (Reed, 2012).
Black women, past and present, can easily be described as having to create
balance between survival, identity and the need to empower family and community
(Gregory, 2001). Many Black women in positions of leadership understand and respect
the responsibilities of leadership. These leaders find the power to push through guided by
those who came before us for the sake of those who will follow. The inequality and
oppression that Black women encounter in the U.S. provide for a genuine form of care
(Bass, 2012, Thompson, 1998).
The purpose of this study was to explore how college students from urban k-12
schools construct their mothers as educational leaders and how those traits can influence
urban leader preparation programs. A critical phenomenological approach was utilized to
113

collect data on the participants’ perception of leadership, experiences with critical race
parenting practices and construction of their mothers as leaders. Data was collected faceto-face via interviews from thirteen participants who identify as African American,
having attended an urban k-12 institution and currently enrolled in college. The three
articles describe Black women as educational leaders, Black students construction of their
mothers as educational leaders and critical care leadership to inform leader preparation
programs. The data revealed similarities in experiences of the participants in regards to
perception of leaders, mothers’ leadership qualities, racial socialization messages and the
desire for critical care leadership.
As a Black mother in education, I am vested in understanding and gaining insight
from the participants’ responses. More broadly, I wanted to assess how leadership has
supported or hindered participants’ matriculation to post secondary studies. By utilizing
the students’ experiences and critically analyzing the data, additional scholarship and
literature is developed to inform leader preparation programs. This chapter discusses the
findings in relation to the literature and research questions, followed by recommendations
for future research.
Discussion of Findings
Mothering has been seen as a pedagogical way to engage classroom teaching and
learning about race. This research extends scholarship to include leadership. Consistent
with the literature, this study found that Black parents have documented educational
involvement focused on the success of their children (Allen & White-Smith, 2018). The
research showed many participants have examples of involvement from calling the
school to sitting in the classroom to support through tough classes. This is also consistent
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with literature that empowering children is a maternal responsibility for Black mothers
(Cooper, 2007). One participant reported that her mother was just present to provide
support and motivation, to empower her to get through class.
Black mothers place a strong emphasis on protection either through shielding their
children or instilling skills of independence (Allen & White-Smith, 2018). This was
evident through the constant warnings of kidnappings, the focus on independence and the
sheltering of participants. Research showed that Black mothers provide tools to be
physically and emotionally healthy and allow students to navigate how they will use the
tools (Bernal, 2018). Through racial socialization messages and the discussions of police
brutality, the study confirmed the tools that Black mothers provide. It is imperative that
scholars and education researchers continue to write about the stories of Black students to
challenge the Eurocentric view that the personal experiences don’t represent the common
experience (Bernal, 2002). There is still more to learn from the lived experiences of
Black women in regard to leadership practice and dispositions to expand knowledge of
diversity, equity and social justice (Horsdford, 2012).
The true and lived experiences of Black life often contradict representation in
media, school and research (King, 1999). Scholarship from Black scholars can shed light,
critique, and dismantle the systems that support and sustain oppression and
misinformation challenging whiteness and privilege (Childs & Johnson, 2018; Grace &
Nelson, 2018). White supremacy and racism persist in all levels of formal and informal
educational experiences. Creating an equitable society requires the inclusion of culturally
relevant knowledge in curriculum and leadership centered upon rethinking and rewriting
the narratives about Black people (King, 1999). The study suggests that a critical view of
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the knowledge provided in current k-12 curriculum and a desire to have culturally
relevant material prior to attending college.
The study showed the importance of healthy cultural messages to combat the
mainstream. Research supports this identity development in the context of community
and cultural survival that does not rely on society to measure Black children (DePouw &
Matias, 2016). Several participants in this study discussed the impact of racial messages
throughout their educational journey. However, their individual persistence and caring
mothers and othermothers helped to define their reality. Awareness of racism in society
and school provides additional support to overcome academic setbacks, reducing the
amount of self-blame and destructive thinking that can hinder academic achievement
(Wright, 2011). Positive racial identity development is a multilayered process (Nash et
al., 2017). The study demonstrated the various leaders, mothers, and othermothers that
aid in that healthy development.
Leadership is often the relationship of an assumed or appointed leader and
followers with emphasis on the leaders’ ability to influence followers to accomplish a
goal (Alston & McClellan, 2011). The study showed the perceptions of urban students
aligns with research. Additionally, the construction of Black mothers as leaders also
aligns with literature. Although scholarly research of school leadership continues to
expand, there is a lack in theoretical and empirical work on the creation of communities
that promote the development of Black students (Allen, 2018). Critically examining
leadership brings forth space for Black voices to become powerful. It is necessary for the
field of educational leadership to critically interrogate and provide solutions to
inequitable opportunities to learn (Gooden & Dantley, 2012). Leaders must acknowledge,
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reflect, and respond to the changing educational makeup of education in U. S. with the
recognition of the realities of race (Matias, 2016; Wright, Arnold & Khalifa, 2018).
There are few programs available to prepare and appoint Black people to
leadership positions in schools (Brown, 2005; Hopson, Hotep, Schneider & Turner,
2010). In leadership preparation programs the curriculum must shift from whether or not
race is an impact to how race impacts leadership (Gooden & Dantley, 2012). Practicing
leadership that neglects to include racial considerations leads to confusion, inequitable
resource distribution and failure to serve the students and families that attend the
institution. Participant responses to the lack of racial consideration from educational
leaders supports the needs to redesign preparation programs. It is not solely the
responsibility of Black people, especially not Black children to change the societal
inequities. Leader preparation programs must intentionally push students to examine
biases and assumptions that interfere with their ability to lead and teach Black children
(King, 1991). Until leaders ensure students have the support and care they need and
deserve, Black children will continue to be failed by the current educational system in the
United States (Robinson & Werblow, 2013).
Utilizing critical frameworks situated race in all aspects of the research process.
Racial conflict is not the focus in this dissertation but a focus on the Black community is
not complete without acknowledging the human-designed barriers that impede the
success and uplift of the Black community. Aligning with Black feminist thought and
womanism, the focus is not on tearing down racism but acknowledging racism to uplift
the Black community through education. Sosa-Provencio (2018) describes the melding of
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critical theories to include Black feminism and other feminist ethics of care that
encompasses:
Intellectual rigor, cultural and historical consciousness, epistemologies of home,
and love for ones’ people...fortify youth of color to rise up in worthiness to
transform inequities. Critical feminist ethics of care illuminate life-giving forces
of community and mind/body/spirit epistemologies, the ubiquitous and
intersectional nature of oppression, and the legacy of women of color as
community (re)builders (Sosa-Provencio, 2018, p.8)
There is overlap in the tenants of the frameworks used with regard to intersectionality and
race. Although arguments can be made for each of the tenants, data reinforced some more
than others. Critical race feminism, a branch of critical race theory offers additional
perspectives to understand experiences of black women in education (Evans-Winters &
Esposito, 2010). Several of the participants are within the STEM field. It is particularly
interesting that Mia’s experiences within the engineering department differ from Kylen
and Xavier. Critical race feminism purports that the experiences of women of color differ
from those of men of color and white women. Mia spoke of how her white roommates
had already won the trust of professors and she was faced with skepticism whenever
bringing concerns to the departments attention, even while holding hospital records. Mia,
now registered with Disability Support, has added a new identity. When attempting to
advocate on her own behalf, she is unsure if her discrimination is due to her disability,
race, or gender. Mia has to navigate her multiple identities to overcome and push through
to obtain her engineering degree.
Data also followed many of the themes of critical race theory scholarship. Athlen
mentioned her understanding that “race is a social construct” when describing her
experiences with meeting people with various ethnicities after moving from Virginia.
Many participants found the discussion of race and racism as cathartic. When asked about
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race messages, Jacob responded that he had never been asked and Kaylen talked about
how the racism in schools is evident in Eurocentric curriculum. Not one participant
seemed surprised as if racism is not a normal everyday occurrence for Black people in the
United States (Delgado & Stefancic, 2001). However, the advocacy and actions of their
mothers and othermothers provided participants with what they needed to navigate a
racist society.
Black feminist’ notions of care are informed by advocacy and activism; while,
womanist ethics of care focus on context and action (Beauboeuf-Lafontant, 2005;
Cooper, 2000). Focusing on the context of race and leadership, students were able to
identify their mother’s attributes and behaviors that aligned with womanism. Tess,
Kaylen, Jacob, Nevaeh and Inda all discussed the importance of building relationships
with students to establish care. Kylen discussed the importance of individuality. Kylen
told of his middle school years when he was constantly compared to his much quieter
older brother. He emphasized that none of his teachers took the time to develop an
individual relationship with him to identify who he was and what he needed. Tyrus went
on to discuss the lack of dignity provided Black people in the media and society. Tyrus
discussed the need to cry to show that, he too, is human and deserves dignity and care.
Each of the participants were able to identify their mother’s role in their “survival of
public school” and ability to enroll and persist in college despite mistakes.
Each framework focuses on the validation of the lived experiences to produce
knowledge through counternarratives that challenge current ideals of truth (BeauboeufLafontant, 2005; Cooper, 2000; Delgado & Stefancic, 2001). Participants were able to
reconceptualize their mothers as leaders when telling stories about their path to college.
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Participants were also able to identify areas where their school leaders failed in
supporting and caring for their academic success. Through participants personal stories,
their perception of leadership is connected with their experiences of racism in the U. S.
education system (Solózano & Yosso, 2002). Knowledge of students’ views, perceptions,
and experiences provide insight for leaders and leader preparation programs to develop
critical care leaders who focus on relationships, critical self-reflection, and advocate for
Black students.
This dissertation sought Black students to listen to their experiences, understand
their realities and tell their stories from a frame of cultural wealth to meet the needs of
urban students. By merging the conversations of teacher care, critical race parenting, and
leadership, this dissertation fills a gap in literature by critically examining care leadership
from the perspective of the recipients of care. Additionally, it extends literature on caring
beyond student and teachers to include leadership. By focusing on the knowledge of
Black students from urban k-12 institutions, we are able to identify, frame, and develop
solutions to improve urban schools through leadership. The hope derived from the
affirmation of children is important to Black mothers continued pursuit of equitable
education.
Future research
Often research on caring is from the leader’s perspectives (Bass, 2009; Kroth &
Keeler, 2009; Louis, Murphy & Smylie, 2016; Noddings, 2103) but a major component
of caring is that the care is perceived as such. Students of color are creators and holders
of knowledge that can and should be utilized in education research and theory
development (Bernal, 2002). To tell the stories of Black students, moving beyond the
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narratives of deficit, create cultural resources and wealth. As with many qualitative
studies, the interviews produced a significant amount of data. Spirituality permeates all
aspects of life for Black people (Williams & Wiggins, 2010). The church is a place where
most social and political movements evolved and remains a staple in the Black
community (Bass, 2009). Several participants (8) mentioned church or pastors when
discussing leaders in the community. My future research will focus on the following,


exploring spirituality and the perception of care for Black students;



exploring academically successful (defined by having a terminal degree)
Black professionals’ perception of their mothers as leaders;



understanding the various ways Black mothers engage in critical race
parenting;



examining support that mothers care has on students’ decision to take
academic risks, like changing majors, stopping out or dropping out; and,



creating a critical theory of care leadership.
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Appendix A: Recruitment

Dear Colleagues: (email)
I am a doctoral candidate in the college of education and for my dissertation I am
conducting a qualitative research study seeking to explore how college students from
urban k-12 institutions construct their mothers as educational leaders and how those traits
can influence urban leader preparation programs in southern metropolitan/urban settings.
I am seeking the participation of 12 Black students from urban public schooling
environments currently enrolled at the University of Memphis. I expect that the
students will need to volunteer roughly 1 hour of their time for this study. There will be a
5-minute orientation and welcome and a 55-minute interview. If you know of any
students who might be interested in participating in this study, please forward this email
to them and have them complete the following form before Friday, January 25, 2019. I
will follow up with the students to schedule a time for the interview. I look forward to
hearing from you soon. Thank you in advance for your time and assistance.
Regards,
Sheron Davenport

Dear Students: (email)
I am a doctoral candidate in the college of education and for my dissertation I am
conducting a qualitative research study seeking to explore how college students from
urban k-12 institutions construct their mothers as educational leaders and how those traits
can influence urban leader preparation programs in southern metropolitan/urban settings.
. I am seeking the participation of 12 Black students from urban public schooling
environments currently enrolled at the University of Memphis. I expect that you will
need to volunteer roughly 1 hour of your time for this study. There will be a 5-minute
orientation and welcome and a 55-minute interview. If you might be interested in
participating in this study, please complete the following form before Friday, January
25, 2019. If any of your peers might be interested in participating in this study, please
forward this email to them and have them complete the form. I will follow up with you to
schedule a time for the interview. I look forward to hearing from you soon. Thank you in
advance for your time and assistance.

Regards,
Sheron Davenport
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Appendix B: Interest and Eligibility Form

Black Mothers as Educational Leaders Interest Form

1- What is your classification? Freshman, Sophomore, Junior, Senior
2- Gender identification/orientation? (short answer)
3- Did you attend a public urban K-12 school? Yes, no
4- Are you currently enrolled at the University of Memphis? Yes, no
5- If interested in participating, please provide your email address. (short answer)
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Appendix C: Consent to Participate

Consent to Participate in a Research Study
Constructing Black mothers as educational leaders
WHY ARE YOU BEING INVITED TO TAKE PART IN THIS RESEARCH?
You are being invited to take part in a research study about Black mothers as educational leaders. You are
being invited to take part in this research study to get your perceptions on the impact of your mother’s
leadership traits and behaviors on your retention and persistence in postsecondary education. If you
volunteer to take part in this study, you will be one of about 12 people at the University of Memphis to do
so.
WHO IS DOING THE STUDY?
The person in charge of this study is Sheron Davenport, Lead Investigator and doctoral candidate of the
University of Memphis Department of Leadership. She is being guided in this research by Dr. Steven
Nelson. There may be other people on the research team assisting at different times during the study.
WHAT IS THE PURPOSE OF THIS STUDY?
The purpose of this study is to explore how college students from urban k-12 institutions construct their
mothers as educational leaders and how those traits can influence urban leader preparation programs in
southern metropolitan/urban settings.
ARE THERE REASONS WHY YOU SHOULD NOT TAKE PART IN THIS STUDY?
There are no reasons not to take part in this study.
WHERE IS THE STUDY GOING TO TAKE PLACE AND HOW LONG WILL IT LAST?
The research procedures will be conducted at the University of Memphis in Brister 120H. The interview(s)
will take approximately 60 minutes. That is the total amount of time for which you are being asked to
volunteer.
WHAT WILL YOU BE ASKED TO DO?
You will be a participant in a study aimed at understanding participant’s construction of leadership,
experiences with critical race leadership/parenting, and the construction of your mother as an educational
leader. Questions you will be asked to discuss include your definitions of leader and leadership and factors
that contributed to your retention and persistence. The session will be recorded and transcribed, but you
will be assigned a name for the discussion to provide you with anonymity for your comments. Only
persons working on the project will hear them and the tapes will be destroyed after coding of the responses
is completed.
WHAT ARE THE POSSIBLE RISKS AND DISCOMFORTS?
To the best of our knowledge, the things you will be doing have no more risk of harm than you would
experience in everyday life.

142

WILL YOU BENEFIT FROM TAKING PART IN THIS STUDY?
There is no guarantee that you will get any benefit from taking part in this study. However, if you are early
in your career at the University of Memphis, the findings may result in program changes that could help
you toward completion of your degree. Your willingness to take part, however, may, in the future, help
society better understand this research topic.
DO YOU HAVE TO TAKE PART IN THE STUDY?
If you decide to take part in the study, it should be because you really want to volunteer. You will not lose
any benefits or rights you would normally have if you choose not to volunteer. You can stop at any time
during the study and retain the benefits and rights you had before volunteering. If you decide not to take
part in this study, your decision will have no effect on the quality of care, services, etc., you receive. As a
student, if you decide not to take part in this study, your choice will have no effect on your academic status
or grade in the class.
IF YOU DON’T WANT TO TAKE PART IN THE STUDY, ARE THERE OTHER CHOICES?
If you do not want to be in the study, there are no other choices except not to take part in the study.
WHAT WILL IT COST YOU TO PARTICIPATE?
There are no costs associated with taking part in the study.
WILL YOU RECEIVE ANY REWARDS FOR TAKING PART IN THIS STUDY?
You will not receive any rewards or payment for taking part in the study.
WHO WILL SEE THE INFORMATION THAT YOU GIVE?
We will make every effort to keep private all research records that identify you to the extent allowed by
law.
Your information will be combined with information from other people taking part in the study. When we
write about the study to share it with other researchers, we will write about the combined information we
have gathered. You will be provided a pseudonym so that you will not be personally identified in these
written materials. We may publish the results of this study; however, we will keep your name and other
identifying information private.
We will make every effort to prevent anyone who is not on the research team from knowing that you gave
us information, or what that information is. All information will be held on encrypted computers and will
be deleted after coding of responses is completed.
We will keep private all research records that identify you to the extent allowed by law. We may be
required to show information which identifies you to people who need to be sure we have done the research
correctly; these would be people from such organizations as the University of Memphis and the U.S.
Department of Education.

CAN YOUR TAKING PART IN THE STUDY END EARLY?

143

If you decide to take part in the study, you still have the right to decide at any time that you no longer want
to continue. You will not be treated differently if you decide to stop taking part in the study.
The individuals conducting the study may need to withdraw you from the study. This may occur if you are
not able to follow the directions they give you, if they find that your being in the study is more risk than
benefit to you, or if the agency funding the study decides to stop the study early for a variety of scientific
reasons.
WHAT IF YOU HAVE QUESTIONS, SUGGESTIONS, CONCERNS, OR COMPLAINTS?
Before you decide whether to accept this invitation to take part in the study, please ask any questions that
might come to mind now. Later, if you have questions, suggestions, concerns, or complaints about the
study, you can contact the investigator, Sheron Davenport at sttaylr1@memphis.edu or the advisor, Dr.
Steven Nelson at slnlson3@memphis.edu. If you have any questions about your rights as a volunteer in
this research, contact the Institutional Review Board staff at the University of Memphis at 901-678-2705.
We will give you a signed copy of this consent form to take with you.
WHAT IF NEW INFORMATION IS LEARNED DURING THE STUDY THAT MIGHT AFFECT
YOUR DECISION TO PARTICIPATE?
You may remain in the study or you may decide not to continue without repercussion in any way.
WHAT HAPPENS TO MY PRIVACY IF I PARTICIPATE IN A FOCUS GROUP?

It is important to the validity of the study that participants give frank and honest
opinions. Therefore, it is important to the integrity of the study that participants keep
what is said in the focus group setting private. While that is what is expected of
participants, I cannot ensure that all participants will respect that request.

_________________________________________
Signature of person agreeing to take part in the study

____________
Date

_________________________________________
Printed name of person agreeing to take part in the study
_________________________________________
Name of [authorized] person obtaining informed consent
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____________
Date

Appendix D: Interview Protocol

Interview Protocol
Understanding how Black urban students understand leadership
1. How do you define leader and leadership?
2. Whom do you consider important leaders from your time prior to collegiate
studies? As a not, these people might have been educators or other people in your
community.
3. What attributes made these people leaders?
4. In what way did school leaders impact your road to postsecondary studies? Do
you consider this impact to have been positive, negative, or in between? Explain.
5. In what way did family leaders impact your road to postsecondary studies? Do
you consider this impact to have been positive, negative, or in between? Explain.
6. In what way did community leaders impact your road to postsecondary studies?
Do you consider this impact to have been positive, negative, or in between?
Explain.
Understanding experiences with critical race parenting/leadership
1.
2.
3.
4.

What type of messages did you have about your race when growing up?
How did these messages impact your experience in K-12? Postsecondary?
How has being Black impacted your educational experience?
How have educational leaders affirmed or ignored your experience as a Black
person?

Constructing Black mothers as educational leaders
What is your mother’s level of education?
List and describe the leadership attributes of your mother.
Tell me about a time when your mother demonstrated these attributes.
What impact did your mother’s leadership have on your ability to enroll and
persist in postsecondary studies?
5. What qualities of your mother do you think formal educational leaders should
adopt?
1.
2.
3.
4.
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Appendix E: Curriculum Vitae

Sheron T. Davenport
CliftonStrengths Top 5 Themes:

Positivity

Responsibility

Developer

sttaylr1@memphis.edu
Connectedness Learner

SUMMARY:

Student centered individual with 5 years of full time Student Affairs experience
with increasing levels of responsibility in various areas to include: diversity and
equity staff development, Title IX training/facilitator, student advising (academic,
personal, and student organizations), student conduct, case management, student
intervention, staff selection, training, and supervision.

EDUCATION:

Doctorate of Education, Fall 2016 to May 2019
The University of Memphis
Concentration: Higher and Adult Education, Leadership
Master of Science in Counseling August 2013
The University of Memphis
Concentration: Clinical Mental Health
Bachelor of Arts in Psychology May 2009
The University of Memphis

PROFESSIONAL
EXPERIENCE:

Assistant Director- Student Success Programs, October 2014 to Present
The University of Memphis, Memphis, Tennessee
 Assist in the day-to-day operations of two federally funded TRiO grants to include
oversight and responsibility for the four key performance indicators: program
enrollment, fall-to-fall retention rates, academic good standing, and six year
graduation rates for the program.
 Assist with budget management of 5 accounts totaling +2.2 million.
 Assist with budget review in preparation for monthly drawdowns and
reconciliation.
 Manage a caseload of approximately 40 students; supervise Retention Specialists
and their respective caseloads.
 Plan and conduct staff development on a bi-weekly or monthly basis.
 Plan, implement, and coordinate program activities and department events; assist in
the development of long term recruitment plans.
 Oversee annual data collection and analysis for annual reports for Department of
Education and the University of Memphis. Work with the Director to lead SSP team
through annual planning process.
 Build and maintain collaborative partnerships with other University departments.
 Primary writer for Upward Bound grant competition for fiscal year 2017.
o Awarded grant totaling ~1.3 million for 5 years
 Co-Coordinator for Tiger Talent Goes Green (2017-2018)
o Collaborate with Career Services to restructure Green Internship
Program.
o Develop and present proposal for Green Fee Committee.
o Develop marketing material for potential students and hosts.
o Conduct interest sessions, orientations, and workshops for students.
 Coordinator for Green Internship Program (2014-2016)
o Developed proposal and presentation for Green Fee Committee.
o Recruited, interviewed, and selected students for internship opportunity.
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o
o

Conducted workshops and orientation to prepare students for internship
and career competencies.
Developed assessment to identify program and participants’ areas for
growth.

Retention Specialist- Student Success Programs, November 2013 to October
2014
The University of Memphis, Memphis, Tennessee
 Provided intrusive advising to students, focusing on academic skills, financial
literacy, and graduate school preparation.
 Provided support for at-risk students navigating university policy and procedures.
 Maintained counseling notes on students receiving services. Tracked active and
inactive students from caseload (80-90) using BLUMEN tracking system.
 Collected and utilized student assessment data to develop individual service plans
and contribute to the ongoing strategic development of the department.
 Participated in the planning and implementation of workshops and other
department-wide events.
 Participated in the recruitment of new Student Support Services participants
through New Student Orientation and other events.
 Served as Advisor for TRiO Club, student service projects and other student
programing.
 Updated social media platforms to keep students informed about programs,
workshops and activities.
 Served as Co-coordinator for Green Internship Program
Student Conduct/Dean of Students- Office Coordinator, November 2012 to
November 2013
University of Memphis, Memphis, Tennessee











Conducted hearings with students in violation of The University of Memphis
Student Code of Rights and Responsibilities
Investigated students suspected of violating The University of Memphis Student
Code of Rights and Responsibilities
Delivered appropriate sanctions and educational conditions to the students involved
in behavior prohibited by The University of Memphis.
Reviewed University Police Reports to determine if students have violated The
University of Memphis Student Code of Rights and Responsibilities
Maintained accurate records and update files when necessary.
Created and edited the University of Memphis Student Handbook/Planner while
acting as a liaison between the University of Memphis and the printing company to
ensure that the handbooks are accurate and will be delivered before the start of fall
classes.
Monitored and supervised the graduate assistants (Hearing Officers) to ensure that
they are being consistent with Code violations and sanctions.
Assisted in the on-going training of the graduate assistants to ensure quality
performance.
Compiled and maintained records for the BIT (Behavior Intervention Team)
meetings.
Hearing Officer, August 2011 to November 2012
University of Memphis, Memphis, Tennessee



Conducted hearings with students in violation of The University of Memphis
Student Code of Rights and Responsibilities
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Investigated students suspected of violating The University of Memphis Student
Code of Rights and Responsibilities
 Delivered appropriate sanctions and educational conditions to the students involved
in behavior prohibited by The University of Memphis.
Family Intervention Specialist, July 2009 to August 2011
Youth Villages, Memphis, Tennessee
 Assisted children and families to live successfully through development and
implementation of parenting skills and interventions.
 Provided in-home and in-community counseling services for at-risk youth and
families.
 Conducted weekly meetings with client to discuss and review progress with
interventions.
 Attended weekly meetings with team members, supervisor and clinical liaison to
enhance clinical skills and engage in professional development opportunities.
 Updated behavior and treatment plan monthly to ensure appropriate funding is
received.
 Completed paperwork (discharge plans, research assessments, psychosocials,
discharge summaries) and session notes daily to maintain accurate and up-to-date
information to develop the treatment plan.
 Collaborated with all facets of the client to include the individual, school, peers,
family, and community.
 Managed a caseload between 5-6 families and 1-2 transitional living clients (18-23
yrs).
 Utilized a strengths based cognitive behavioral approach to develop and implement
treatment interventions.
TEACHING
EXPERIENCE:

American Society & Educational Policy (LEAD 8002), Fall 2018
University of Memphis, Memphis, Tennessee


LEAD 8002 is a three-hour doctoral level academic course designed to explore
urban education policy as 1) an academic field of study, 2) as a set of social and
economic policies, and institutional practices, and 3) as a site of cultural and
political struggle.
Academic Strategies (ACAD 1100), Fall 2017, Fall 2018
University of Memphis, Memphis, Tennessee



ADDITIONAL
EXPERIENCE:

ACAD 1100 is a three-hour undergraduate academic course that teaches students the
academic strategies needed to be successful as a college student.

Exchange Club Family Center, Memphis, Tennessee
Intern, January 2013 to August 2013


Child Domestic Violence Program: Conducted psychoeducational groups with
mothers emphasizing parenting skills, impact of domestic violence on children and
safety plans.
 Comprehensive Anger Management Program: TAME- facilitated a
psychoeducational anger management group for adolescent females (13-18)
emphasizing peer pressure, self-esteem, drugs/alcohol and communication with
parents and siblings. CLUES- facilitated a psychoeducational anger management
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group for boys and girls (8-12) emphasizing peer pressure, bullying, and
communication with parents and siblings.
Women’s Domestic Violence Support Group: Assisted in facilitation of a process
group for women who have experienced domestic violence or who are currently in a
domestic violence relationship. Focused on psychoeducation on healthy
relationships, red flags for new relationships, and identifying elements of domestic
violence.
Male Anger Management: Co-facilitated a psychoeducational anger management
group for adult males emphasizing self-control, stress management and healthy
anger choices.
Visitation Services: Assist in intakes for the visitation programs to include
supervised visitation, therapeutic visitation, and safe exchange.
Transparenting: Co-facilitated a psychoeducational group for parents who are
divorcing with minor children. Focus on the impact of divorce on children, grief
process in relation to the marriage, and co-parenting skills.

COMMUNITY INVOLVEMENT:
 My Holistic Outlook On Development, Co-Founder & Board President, 2017Present

PUBLICATIONS:


Davenport, S., Kolheim, S. G., & Nelson, S. L. (accepted). Lani Guinier,
Democratic Merit, Critical Race Theory and Higher Education Admissions:
Understanding Clarence Thomas as a Racial Activist. In Vernon Farmer (Ed.),
Critical Race Theory in the Academy.



Blackmon, S. M., Coyle, L. D., Davenport, S., Owens, A. C., & Sparrow, C.
(2015). Linking Racial-Ethnic Socialization to Culture and Race-Specific Coping
Among African American College Students. Journal of Black Psychology,
0095798415617865.

PRESENTATIONS:


Nelson, S., Kolheim, S., Davenport, S., & Jenkins, T. L. (2018, December).
Contemporary Education Policy as Continued Racial Violence Against Black
Americans. Presented at the Recognition, Reparation, Reconciliation: The Light
and Shadow of Historical Trauma Conference, Stellenbosch, South Africa.



Davenport, S. & Kolheim, S. (2017, October). In search of equity in higher
education: A critical analysis of equitable admission processes. Presented at the
Consortium for the Study of Leadership and Ethics in Education Annual
Conference, Los Angeles, CA.



Davenport, S. (2017, June). Money, cars, and travel: What major will get you
there? Presented at the State of TN GEAR Up Youth Summit at APSU,
Clarksville, TN.



Davenport, S. & Kearney, G. (2017, May). Removing the mask: Transitioning
from support to advocate. Presented at the Memphis in May Student Affairs
Conference, Memphis, TN.



Bailey, E., Davenport, S., & Morino, M. (2017, May). So, you want to work in
Student Affairs? Strategies for entering and competencies needed for advancing in
the field. Presented at the Memphis in May Student Affairs Conference, Memphis,
TN.
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Jenkins, T & Davenport, S. (2015, May). Using the Green Internship Program to
serve the professional needs of diverse student communities. Presented at the
Memphis in May Student Affairs Conference, Memphis, TN.

PROFESSIONAL MEMBERSHIPS:







American Educational Research Association [AERA] (2018Southern Association for College Student Affairs [SACSA] (2018-)
Council for Opportunity in Education [COE] (2015-)
Student Affairs Administrators in Higher Ed [NASPA] (2015-)
Tennessee Association of Special Programs [TASP] (2014-)
The Southeastern Association of Educational Opportunity Program Personnel
[SAEOPP] (2014-)

ACHIEVEMENTS/ LEADERSHIP TRAININGS:
















Green Dot Training (2018)
NASPA/SACSA Mid-Managers Institute (2018)
Student Affairs Professional Development Committee (2017)
Sexual Violence Prevention & Bystander Intervention (2017)
Staff Senate (2014-2018)
o Issues and Review Committee Chair (2017-2018)
Student Development: Assessment Award (2017)
Student Development: Learner Award (2016)
Student Development: Diversity Award (2015)
Fraternity and Sorority Advisory Board (2014-2016)
A-Z Grant Writing (May-June 2014)
Student Development: Ethical Leadership Award (May 2014)
WALP- Women’s Aspiring Leaders Program (2013-2014)
NCHREM Title IX (2012 & 2013)
The Carson Circle (2009)
Donald K. Carson Leadership Scholar (2006-2007)

REFERENCES AVAILABLE UPON REQUEST
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Appendix F: IRB Approval
Institutional Review Board
Division of Research and Innovation
Office of Research Compliance
University of Memphis
315 Admin Bldg
Memphis, TN 38152-3370
January 17, 2019
PI Name: Sheron Davenport
Co-Investigators:
Advisor and/or Co-PI: Steven Nelson
Submission Type: Initial
Title: Constructing Black mothers as educational leaders: The stories of their children.
IRB ID : #PRO-FY2019-253
Expedited Approval: January 4, 2019
Expiration: January 4, 2020

Approval of this project is given with the following obligations:
1. This IRB approval has an expiration date, an approved renewal must be in effect to continue
the project prior to that date. If approval is not obtained, the human subjects consent form(s)
and recruiting material(s) are no longer valid and any research activities involving human
subjects must stop.
2. When the project is finished or terminated, a completion form must be submitted.
3. No change may be made in the approved protocol without prior board approval.

Thank you,
James P. Whelan, Ph.D.
Institutional Review Board Chair
The University of Memphis.
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